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ABSTRACT 
COORDINATED YOUTH PROGRAM FOR VIOLENT AND DISRUPTIVE 
STUDENTS IN THE MIDDLE SCHOOL PREVENTION AND 
INTERVENTION PROGRAM: 1982-1985 
FEBRUARY 1996 
DAVID N. STEADWELL, B.S., BERKLEE COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Robert R. Wellman 
This study documents an effective counseling/teaching 
model, the Coordinated Youth program, that was implemented 
in one middle school in the Boston area, to provide 
intervention and prevention services for violent and 
disruptive students from 1982-1985. 
This study first examines the demographic and social 
trends that lead youth to behave violently in school, 
including the pervasive cycle of suspension and further 
disruption. Then, through observations in the school as 
well as interviews with parents, teachers and students, a 
portrait is painted of the program itself. 
CYP developed from community initiatives and included 
strong counseling and coaching components. These are 
described in detail, along with some classroom innovations, 
and statistics on student behavior. Collaboration between 
counselors, teachers, parents, and community figures was 
stressed throughout the program. One chapter is devoted to 
case studies of individual students assisted by the program, 
iv 
and the study ends with recommendations for implementing 
similar programs in other middle schools. 
1. The counseling/teaching must encourage teachers 
and administrators to become reinvolved with 
students and parents. 
2. The counseling/teaching must work to teach the 
violent and disruptive students self-control 
behaviors. 
3. The counseling/teaching must include parents and 
friends. 
4. The counseling/teaching must be a collaborative 
effort by the schools and agencies. 
5. The counseling/teaching program must have a 
dedicated, skilled, and caring staff. 
6. The counseling/teaching must offer opportunity for 
school and community understanding. 
7. The counseling/teaching client student must 
continue his or her education into high school. 
Definition 
Counseling/teaching programs offer a new technique for 
use in our social activities and service programs. A 
student entering the program is coached systematically by 
school counselors. This coaching places an objective focus 
on better behavior and self and other understanding. 
v 
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The violence and disruption in our urban schools are as 
evident today as they were during the integration efforts of 
the 1960s and 1970s. Teachers are still trying to cope with 
students who bring numerous problems from home and 
neighborhood into the school setting. 
Though much is written in the daily news about such 
problems, there is little publicity about the social workers 
who are on call to intervene when teachers are assaulted, or 
violence breaks out in our schools. Surprisingly, there are 
few programs that respond directly to disruption in the 
classroom. 
In considering this situation, many questions arise. 
For example. 
1. Why, despite concerned efforts to develop 
educational alternatives,has violence in middle 
schools continued to increase since the 1960s? 
2. What are the characteristics of the negative 
impact of violence on the learning environment for 
teachers, students, and parents? 
3. Does the response of social workers in the middle 
school diminish or add to violence? 
4. Why are the staff members of our middle schools 
apparently ineffective in curtailing violence? 
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The purpose of this study will be to consider these and 
related questions concerning the continued violence in the 
schools with a focus on the middle school situation. 
Background 
Over the years, researchers have established a 
definition of violent and disruptive students in the middle 
schools. The label is often applied to those who repeat 
grades, as well as to those who are excluded from the middle 
school because they physically injure another, damage, or 
steal property, endanger safety by the use of force, commit 
sexual assault, possess drugs, use racial slurs to cause 
violence, disrupt a school activity, consistently prevent 
teaching,use verbally abusive or profane behavior, or engage 
in other violent and disruptive activities. 
In the middle schools, especially where the guidance 
system has either failed or is nonexistent, violence and 
disruption rates may range from 8 percent to 10 percent 
(Wheelock, 1984) . In the middle schools in a major urban 
area, for example, it is reported that over 1,000 students 
per year have been lost due to violent behavior (Wheelock, 
1984). Many of those students have been suspended at least 
once each year. In addition, the violence and disruption 
rate of black students has ranged consistently between 11 
percent and 12 percent each year (Wheelock, 1984). 
Actually, these rates may be higher than these figures due 
to a large number of unreported cases. 
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The program had the explicit purpose of curbing 
violence and disruption by providing specialized counseling 
and teaching programs. CYP was unique for two reasons: It 
gave primary responsibility for certain counseling and 
educational endeavors to an agency external to the school; 
it also entailed a partnership in counseling agreed to by an 
external agency and the school. 
The Coordinated Youth Program (CYP), a specialized 
counseling/teaching program, was developed in 1968 for 
violent and disruptive youths ages 11 through 16, as well as 
their families and friends. The CYP was an outreach program 
from a settlement house near a specific school. The program 
did prove to be successful in achieving its purpose from 
1968 to 1978, according to the Director of the Boston Court 
Clinic (Judge Protrast, 1970). CYP began in 1968 when the 
principal of the target middle school called the Executive 
Director of the Neighborhood Centers to arrange a meeting to 
help deal with disruptive students in his school. 
The result of this meeting was an understanding and 
some guidelines for cooperation establishing the CYP to work 
with the middle school Guidance Department. The program 
began as students were selected by the Guidance Department 
to be accepted in the CYP. The CYP worked with schools, 
courts, and community groups. Its significance was based on 
the flexibility of its program definition. 
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As a program outside of the agency, the CYP worked with 
many middle school administrators, guidance counselors, and 
professionals. At this point, principals and guidance 
counselors asked, why not bring the program into the 
Guidance Department of the Boston School System? 
Personal Background 
The program was based on my many years as a youth 
advocate and social worker interacting with youths in the 
middle schools and neighborhoods, and on my many hours of 
informal field research focusing on the educational and 
counseling needs of middle school youths. 
The CYP is one of many programs I have helped develop. 
Between 1982 and 1985, I served as a social worker, advisor 
to teacher sand administrators,and counselor in the Boston 
middle schools. As a counselor, I helped resolve many 
student programs with the court. Many of the youths 
involved in this process have,in fact, been accepted into 
colleges. Other students in the group have been accepted 
for residential placement. I believe I have provided a 
strong, positive influence on many youths who have been 
accepted to such schools as Boston Latin, Boston Latin 
Academy, and Boston Technical High. 
I have also served as youth advocate and parent 
outreach worker for middle schools, and as an advocate for 
youths with learning, behavioral, and legal problems. My 
responsibility has included building and directing these 
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youths, as well as giving them moral support and a sense of 
purpose. As a parent outreach worker, my functions included 
home visits and other parental contact designed to assist in 
informing parents of the youths' attendance, attitude, and 
other factors related to success at school. 
In the school and community over the years, I have 
served as athletic coach, athletic director, student 
advocate, social worker, teacher and counselor, school staff 
consultant, and as a parent outreach worker. I an now 
concentrating on the problem of violence and disruption in 
the middle school: its causes, cures, prevention, and 
intervention in my work with students who have learning 
difficulties, behavior problems, and who are delinquent. 
My involvement in the Boston Secondary School Program 
has allowed him to go far beyond my goals. For many years, 
my concerns have been middle school students and families. 
As a social worker, counselor, and teacher, aware of many 
unmet school needs, I tried to initiate programs in an 
attempt to develop and be a part of a creative way in 
response to student needs. Now, in this thesis, I intend to 
summarize my knowledge and experience. 
Statement of the Problem 
The problem this study addresses is the violent and 
disruptive student in the middle school who endangers the 
safety and performance of the teachers and students. Most 
of the programs set up to serve the needs of these students 
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have not been effective (Boston Globe. 1985). Students 
involved in the CYP, however, improved their behavior while 
the incidence of violent and disruptive behavior increased 
in comparable schools. It is already clear that the needs 
of violent and disruptive students can be better served with 
a counseling/teaching program such as the program at the 
middle school. Moreover, city and state-wide statistics 
underscore the growing rate of violence and disruption in 
the middle schools. For example, John Sisio reported 
(Massachusetts Advocacy Center, 1983, 1984, 1985) in the 
Boston middle schools there were 1,022 suspensions in 1983, 
1,002 in 1984, and 1,012 in 1985 caused by violence and 
disruption (Massachusetts Adolescent Center, 1983, 1984, 
1985) . 
Given these statistics, some kind of program is needed 
to bring about a drastic improvement. 
I am an advocate of students. I also recognize the 
hard reality that the activities of some students endanger 
the physical safety and learning environment for others. 
Purpose of the Study 
The major purpose of this study is to report on program 
services for middle-school students. The study examines the 
capacity of students to cope with immediate, short-term, and 
long-term crises. An innovative approach to crisis 
intervention and prevention is described. By highlighting a 
particular program tried in an urban middle school, this 
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study should provide the basis for a permanent mechanism to 
help middle-school students change their disruptive and 
violent behavior. 
Because this project directly involved at least 44 
students during a three-year period, it may serve as a pilot 
for the design of similar projects in other schools. 
The project focuses on the issues of violence, 
disruption, and assault in the middle schools. 
Specifically, it explores these questions: 
1. What is violence and disruption in the middle 
school? 
2. What is the overall impact of violence and 
disruption on teachers, students, and the learning 
environment? 
3. What kinds of intervention and prevention 
strategies can be successful in addressing the 
problem? 
4. Why, despite concerned efforts to recognize 
students' rights and develop educational 
alternatives, has violence in the middle school 
continued to increase? 
5. How have the responses of school counselors 
diminished or added to violence and disruption? 
6. What has been the effect of drug abuse on the 
overall problem? 
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Rationale for the Study 
Middle school violence and disruption was at a high 
point in 1985, and it is predicted to remain high with the 
absence of any successful program for violent, disruptive 
students. Guidance counselors and school adjustment 
counselors are searching for alternative counseling/teaching 
methods programs. 
The current literature supports the concept that 
violent and disruptive students who were suspended or are 
repeating a grade, tend to do better in an alternative 
program because counseling/teaching programs are more 
flexible and increase the student*s level of self-esteem 
dramatically. It also appears that alternative programs are 
associated with increased social bonding between students 
and others. 
It is a fact of life that students who attend middle 
school, especially those who come from one-parent families 
and have younger siblings, are often forced to do without. 
Most of these families are support by Aid to Families with 
Dependent Children (AFDC). 
The counseling/teaching programs researched by a 
Florida study reported by most violent, disruptive students 
are poor, delinquent, often repeating a grade, hostile, 
passively resistant, and have high absenteeism (U.S. Census, 
1983) . 
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It is in the best interest of any middle school to hold 
onto all of its students, especially those who are violent 
and disruptive. Special efforts should be made to keep 
these students active and motivated in the school system so 
that there will be a steady decline in the number of 
suspensions and retention. If the Boston Middle School 
system is losing an average of 1,022 students per year due 
to violence and disruption, then the Boston School System 
undoubtedly must have an interest in the retention of 
students and a program designed for the disruptive, violent 
student. Loss of students from middle schools sends a 
powerful message saying that they do not belong in school. 
Times have changed in truth, a successful lifestyle is now 
based on achieving educational goals to a greater extent 
that ever before (Wheelock, 1985). 
Overview of the Program 
The CYP had the capacity to handle immediate crises, 
but more importantly, it was able to deal with short- and 
long-term crises. This was done by developing two separate, 
yet complementary programs, the Crisis Intervention and 
Crisis Prevention Programs. Within these programs were 
vital components that acted as long-term factors in bringing 
about change. They were built into the system in the 
following ways: 
An office for the coordinator of services was created 
in the school, with a school counselor in charge of the 
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office. Community agencies and organizations that can offer 
positive services to student, school, and family were 
identified; these services consisted of anything from 
tutoring to special counseling. The coordinator of services 
(school counselor) built a close relationship with specific 
contact people in those agencies and organizations. The 
major agencies in the community, such as social service, 
court, probation, police, and mental health, were encouraged 
to supply one working professional per agency to work as 
team members under the roof of the school in collaboration 
with the school*s coordinator of services. This interagency 
approach then became a support system to the teachers 
handling critical problems that rest outside of academics. 
The support system got the teacher out of the business of 
social work and back, full time, into the business of 
teaching. 
After this structure was established, the school became 
a center for critically needed social services in a way that 
relieved teachers of many social service tasks, freeing them 
for needed educational service. This was done through a 
coordinated effort with the community mental health 
agencies. An emergency line was established in connection 
with the schools. Professionals trained in crisis 
intervention were on call to respond to any crisis. The 
mental health center had permanent crisis intervention 
workers who were assigned to on-call duty. The crisis 
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intervention workers on duty used a pager so that the 
emergency service could immediately contact them. After the 
immediate crisis intervention workers, other agency 
professionals, and the educator to devise a follow-up plan 
for the student and often for the parent. Special courses, 
parents, and model teachers might be recommended for the 
student in crisis. The school became a communication 
network alerting students to the availability of services 
after one contact with the crisis service and the process of 
intervention and prevention began and continued within the 
neighborhood where the crisis originated. 
Records were kept to see that a contact was made and 
that services were satisfactorily completed. 
Delineation of the Study 
Earlier prevention and intervention studies have been 
carried out in the Boston Schools and are mentioned in this 
study (Boston Student Human Services Collaborative, 1982; 
Boston Student Plan, 1981). 
The violence and disruption rate in the middle school, 
according to the Department of Safety Services and the 
Massachusetts Advocacy Center, ranges between 8.8 percent 
and 9.6 percent. Among black students, violence and 
disruption have consistently ranged between 11 and 12 
percent, and black students are suspended about twice as 
often as white students. 
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This study is focused on the black student and his or 
her family. This study examines the school system, 
especially as related to the structure of the Guidance 
Department in the Boston Public Schools headquarters and in 
the middle school and its ability to help violent and 
disruptive students and their families. This study will 
also focus on the success in the CYP from 1968 to 1978, due 
to the program's ability to help deal with student problems 
through the counseling/teaching program. 
This study demonstrates the benefit the violent and 
disruptive student receives from a counseling/teaching 
program. It also describes benefits received by the 
Guidance Department in the middle school. 
The further purpose of this study is to show features 
of the CYP and how it functioned as a counseling/teaching 
program for violent and disruptive students. During the 
years 1982 through 1985, the middle school was scheduled to 
have a counseling/teaching program for violent and 
disruptive students, but that never materialized except for 
the volunteer-based CYP. 
The CYP had several unique features: 
1. It focused on the violent and disruptive student 
in the middle school. 
It provided a high degree of availability of the 
counselor to students day and night, at home, at 
school, or on street corners. 
2. 
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3. It was obligated to be available to students, 
their family, and friends. 
4. It provided a definite follow-up beyond the 
students1 school terms. 
5. It provided a liaison service to the school, the 
home, and community. 
Intervention and Prevention Program 
The Crisis Intervention and Prevention Program had the 
capacity to handle immediate crises, both short- and long¬ 
term, by developing two complementary programs. 
A counselor was put in charge of the program. He then 
identified community agencies and organizations that could 
offer positive services to youths, the school, and the 
family. Services consisted of anything from tutoring to 
special counseling. The Coordinator of Services built a 
close relationship with specific contact people in those 
organizations, which included the court, probation, and 
police, as well as mental health, and rehabilitative 
services. Each agency was encouraged to supply a working 
professional to work in the school in a team effort with the 
school's Coordinator of Services. This inter-agency 
approach became a support system to teachers handling 
critical problems outside of the academic field. It got the 
teacher out of the business of social work and put him back, 
full time, into the business of teaching. 
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As part of the prevention component, a communication 
network alerting youth and parents to the services became 
available to students and their families. School personnel 
were taught how to identify a potential crisis, and how to 
contact the appropriate crisis intervention service. This 
process began and ended within the neighborhood where the 
crisis originated. Records were kept to verify that contact 
was made and services were satisfactorily completed. 
Additional follow-up contact was made periodically with the 
school, home, and community agencies to check on the 
progress. 
Importance of the Study 
Urban middle schools need to consider all the 
alternatives available for disruptive, violent students. 
The Coordinated Youth Program can serve as a valuable model 
since it once operated as a counseling/teaching program for 
disruptive, violent students and was a viable option for 30 
to 45 students per year at its peak enrollment. 
The middle schools are not prepared to deal with the 
violent, disruptive student because of the lack of 
alternative methods for servicing them and the failure of 
their current alternative programs. Although Dr. Laval 
Wilson, former Boston School Superintendent, initiated some 
new alternative programs, Boston Plan and Project Promise, 
these programs do not address the immediate need of the 
violent, disruptive students. Violent, disruptive students 
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in middle schools need a flexible alternative program with 
trained guidance staff, who know about alternative teaching, 
counseling, and opportunities available for tutoring in all 
subjects in school to improve their skills. With the 
suspension rate of 41 percent in 1983 through 1985, the 
middle schools have lost an average of 1,022 students per 
year between 1983 and 1985. The middle schools are in a 
traditional curriculum mode which offers little flexibility 
or alternative for violent and disruptive students. 
Repeated suspensions are common. 
Teachers and administrators are seeking new programs 
and training for their students. Presently, the available 
programs are inadequate and ineffective. The School 
Committee is under internal and external pressure to add and 
implement alternative programs for violent, disruptive 
students. Parents are frustrated with the middle school 
system, and saddened that their children are suspended again 
and again and retained in the same grade. 
Finally, the students and parents are the ones who are 
heard from the least. They simply see the situation as 
hopeless because the Boston Public School Committee's 
previous policy in dealing with violent, disruptive students 
was to ignore them. 
Limitations of the Study 
Participants in this study are students, parents, 
teachers, and administrators who are related to the middle 
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school in one city. The target group was selected from a 
population of violent and disruptive students in danger of 
being dropped or suspended from the middle school. 
In addition, my familiarity with the sample in this 
study limits my objectivity as a researcher. I have worked 
as Director of the CYP for ten years, and I have views and 
biases that may be reflected in this thesis. 
There are limitations in any historical approach, 
working with small groups of middle school students with 
limited time frame of three years. 
Definition of Terms 
Violent Student A student who exerts physical force so 
as to injure or abuse another student 
or teacher. 
Disruptive Student A student who interrupts the normal 
course or unity of a class or 
meeting. 
Intervention A program that interrupts the 
students' disruptive behavior to help 
that student understand his or her 
situation. 
Prevention Program A program that takes advance measures 
against possible or probable trouble 
or illness. 
Giving or conveying knowledge or 
information to student. 
Counseling 
Coaching This program works with violent and 
disruptive students of both sexes who 
reside in the area, extending the 
resources of the Court Clinic to 
students and their families and 
friends placing effort and programming 
on the establishment of good 
constructive activities. 
CHAPTER II 
REVIEW OF THE LITERATURE 
The Coordinated Youth Program (CYP) was designed 
because there were not intervention and prevention programs 
for violent and disruptive students that combined counseling 
and teaching as a viable means of serving those students. 
Violent and disruptive students have been perceived to be 
social deviants who lacked self-esteem and usually are prone 
to be suspended (Porter, 1984). 
In contrast, a wide range of researchers (Glasser, 
1974; Thompson & Cates, 1976; Campbell, 1978; Deslonds, 
1978; Duckworth, 1980) argue for a positive relationship 
between the world of community and school objectives. 
A review of the literature pertinent to the CYP Program 
therefore requires a review of the two relevant research 
areas. 
1. Literature that relates to violent students and to 
the causes for their behavior. 
2. Examples of other counseling and/or teaching 
programs that are viable means of intervention for 
violent and disruptive students. 
The student who is violent and disruptive has many 
characteristics. In the inner city middle school in the 
East, the typical violent and disruptive student is fourteen 
years old, black, male and in grade 7. He has experienced 
previous disciplinary problems, repeated more than one 
18 
19 
grade, has had poor attendance and academic problems. This 
student is violent and disruptive; often he carries a gun 
and/or is a member of a gang (Blyth, 1978). 
The Violent Student 
Glasser (1974) describes violent students as those 
caught up in a downward spiral of negative school 
experiences but who can succeed in flexible programs 
designed to promote positive group identity and self-esteem 
through a cooperative learning approach, relationships with 
caring teachers and a teaching/counseling program (Thompson 
& Cates, 1974). 
Why do students become caught up in such a spiral? the 
first part of the story is demographic. Because this thesis 
deals with the CYP in the 1980s, it is appropriate to look 
at census data from that period. 
The Role of Demographics 
In a city with a population of just over 641,000 with a 
minority population of 38%, where approximately 33,000 
residents are on welfare, and 21% of Boston families report 
annual incomes of $7,500 or less (Bureau of Labor 
Statistics, 1985), the inner-city middle school is arguable 
a public school system at risk. Poor performance on the 
standardized test and the repeat-suspension rate of 63.5% 
indicate that many inner city middle students are at risk. 
Most at risk are those suspended students for whom there is 
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inadequate alternative education and inadequate alternative 
educational strategies to keep them in school. 
Inner-city middle schools have a minority population of 
73.1%. Approximately 47.9% of that percentage is black; 
16.8% is Hispanic; 7.8% is Asian and 0.6% is Native American 
(Wilson, 1984-1986). 
In the particular community where CYP was based, the 
demographics are very telling. Particularly noteworthy are 
the percentage of children under 15 (35%) and senior 
citizens 65 and over (9%) . 
The neighborhood ranks very high in the incidence of 
all the ills of poverty and lack of opportunity. 
Specifically, in the 1980 census, 22.5% of the families were 
found to have total annual income of $5,000 or less with 
another 22.8% in the $5,000 to $7,000 range. Almost 24.9% 
have income of $77,000 to $9,000 and only 29.8% have income 
of $9,000 or more. Professional and technical persons are 
only 10% of the population, with services and laboring 
persons at 26%. In the four nearby housing projects many 
families are receiving some form of public assistance: 
Mission Hill, 52%; Mission Hill Extension, 50%; Orchard 
Park, 59%; and Whittier Street, 52%, for a total of 
approximately 1,356 families. The four housing projects 
have approximately 600 to 700 young people on parole or 
probation. In Whittier Street alone, where 196 families 
live, 75 young people are on probation from the court. 
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An increase in population density has been accompanied 
by a change from low income to a predominantly lower-income 
population in much of the area. 
More than 40% of the adult residents have not gone 
beyond elementary school. Fifteen percent of the children 
have not gone beyond grade 8, with another 35% who had not 
gone beyond grade 11. Thirty-four percent have high school 
degrees, 13% have some college and 3% are college graduates. 
Sixty percent of the children had only one parent living at 
home. The 1980 census figures list the black population of 
Roxbury as 57,000. This figure represented nearly 40% of 
the black population of the Commonwealth and nearly 67% of 
the black population of the city. 
It is an area where domestic violence, debt, landlord- 
tenant problems and numerous cases of low income and lack of 
education leave the average resident at a disadvantage in 
coping with the law. 
It is a community where one frequently resorts to 
violence in the settlement of disputes, use of physical 
violence in training children, wife-beating, early 
initiation of sex, free unions or consensual marriage, a 
relatively high incidence of abandonment of mothers and 
children, a trend toward mother-centered families and belief 
in male superiority with accompanying masculine cult. This 
was the new poverty of the 1980s. 
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It .as particularly shocking in the 1980s to travel to 
areas of industrial and agricultural depression. In the 
decaying industrial centers of the Northeast, one could meet 
blacks who only yesterday were happy and proud members of 
the middle class but had recently become poor. 
One cannot be precise about these numbers because the 
situation is influx. But there is no doubt that millions of 
blacks are in deep trouble. Unemployment has dropped 
radically since the deep recession of the early 1980s, from 
nearly 11% in 1982 to about 6% in 1987. Between January 
1981 and january 1986, 10.8 million American workers were 
displaced due to plant shutdowns, slack work or elimination 
of their jobs (Bureau of Labor Statistics, 1986). 
The increased inability of workers to support 
themselves and their families reflected in these figures can 
be attributed to a convergence of new and distributed 
trends, chief among them the proliferation of low-paying 
jobs while high-paying manufacturing jobs are disappearing. 
In 1986, whites, who made up 84.8% of the population, 
had a poverty rate of 11%. On the other hand, blacks had a 
poverty rate of 31.1% while constituting 12.1% of the 
population, and Hispanics, who made up only 7.9% of the 
population, had a poverty rate of 17.3%. The poverty rate 
for blacks is higher now than in the recent past. In 1978, 
30.6% of all blacks were poor. By 1983, that figure had 
increased to 35.7%, and the trend continues. In 1978, the 
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poverty rate for Hispanics was 21.6%. That rate catapulted 
to 28% in 1983 and fell only slightly to 277.3% in 1986. 
By 1979, the poverty rate for black children had risen 
to 40%. By 1986, it had increased to 43%. In 1979, the 
poverty rate for Hispanic children was 27.8%. By 1986, that 
rate had risen dramatically to 37.7% (Harrington, 1986). 
These numbers again paint only part of the picture. 
One important fact which they neglect is the utter 
hopelessness that often comes with being black or Hispanic 
and poor. A growing segment of blacks in poverty,in the 
phrase of University of Chicago sociologist, William Julius 
Wilson (1986), has become 'socially isolated." The number 
of poor black people living in areas where more than 40% of 
the people are poor has increased by 148%. These black men, 
women and children live in a world of self-contained, self- 
reinforcing misery, victims of the hopelessness and the 
violence which accompanies extreme deprivation. 
Poverty among blacks not only occurs at a much higher 
rate than among whites, but also leads to the increasing 
alienation of poor blacks in the communities of highest 
unemployment and deepest poverty. 
Perhaps the most shocking single fact about poverty is 
that the poorest Americans are the youngest Americans. In 
1986, 13.6% of all Americans lived below the poverty level. 
Poor children live in poor families, and their outrageously 
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high poverty rate can only be understood by looking at what 
is happening to their parents. 
The poverty rate for black children under 18 years of 
age in 1986 was 43.1%, more than three times the rate for 
whites (13.6%). For Hispanic children, the poverty rate was 
37.7% in 1986 (Bureau of Labor Statistics, 1986). 
The violent and disruptive population in the inner city 
middle school reflects the social composition of the school 
system. Poor students quit attending school because they 
need money for personal or family needs; they cannot compete 
with their peers financially, their parents do not value 
education and the program is not geared toward the needs of 
the violent and disruptive students (Dorman, 1982; Edelman, 
1986). 
Cutting classes is not only a school problem, but also 
a neighborhood and business problem. Often this is a 
condition beyond the control of the student. It includes 
factors such as family circumstances, improper school 
placement, lack of interest through lack of understanding by 
the student, or his or her family and community, and lack of 
available opportunities and services. Many times, the 
causes are as simple as lack of food, money, and clothing 
(SSSD, 1985). 
The Massachusetts Advocacy Center wrote in its report 
regarding the suspension rate that blacks from inner-city 
middle schools had consistently higher suspension rates that 
25 
equivalent suburban middle school students. Moreover, many 
suspended students come from homes with weak educational 
support systems and less opportunity for learning (Wheelock, 
1986). 
The Role of Desegregation 
A second factor behind the violence in our schools is 
the legacy of desegregation. I believe that the turmoil, 
disruption, and de-stabilization that faced hundreds of 
Boston students, teachers, and parents ultimately resulted 
in violence, as I will show below. This history is worth 
considering. 
By 1956, the system was no longer working to‘produce a 
viable product: quality education. There were incipient 
factors affecting the education of Boston students which 
needed to be purged from the system (segregation standards, 
politicized school committee policies, racial imbalances). 
It would not be an easy task for an individual or a group of 
citizens to band together for change. The type of change 
indicated needed force, strength, and determination behind 
it. Thus, the high courts were involved to insure that each 
student was granted the right to attend a desegregated 
school and an education free from racial restrictions. The 
14th Amendment to the Constitution was a catalyst for this 
change, this revolution. 
The Boston School Committee fiercely resisted the 
court long after the legal battle had been lost. 
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As a result, U.S. District Judge W. Arthur Garrity 
had to walk them through it step by step. It made 
things much harder to the students, the schools, 
and the city (Lukas, 1985). 
As the school system resisted change, backed by 
unyielding members of the Boston School Committee, more and 
more groups formed to fight back, including Operation Exodus 
(1965) and the metropolitan Council for Educational 
Opportunity (METCO, 1966). These groups presented 
alternatives to the rigid system of education for black and 
white students. Black students were bused to suburban white 
schools in an effort to provide better education. For black 
parents, it was more than just a numbers game. More effort 
was poured out to provide transportation, and places for 
children to stay when attending after-school activities. 
Certainly there was greater harmony between blacks and 
whites on a one-family to one-family basis. 
The results of eleven years of revolution and evolution 
through the Boston School System and the court's process of 
desegregating the city's schools have brought about 
different educational systems, new ways of dealing with 
racial strife, and even disguised old prejudices. There 
will always be a factor that resists change, and this 
political factor will seek new ways to cover its intent and 
yet be a part of the on-going evolution. 
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Judge Garrity developed the Magnet School concept as a 
viable alternative to students being bused to inner-city 
schools which were over-crowded, badly maintained 
structures, with little to nurture education. Teachers were 
daily struggling to maintain classroom order, and the 
process of learning was secondary to protecting one's self 
and the students. The police-state was personified as a 
daily experience for young Boston students. There was 
latent resistance to authority, whether in uniform or 
administrative dress. Students rebelled at having to make 
the change for parents and Bostonians who insisted that 
white children should not be forced to be educated with 
black children in a less than congenial atmosphere. 
The parents of black children feared for their 
children's safety and were antagonized by news media, police 
forcefulness, and the massive burden this revolution 
presented. The majority of black children were being bused 
to suburban schools. The sacrifice seemed to be decidedly 
one-sided. How could one race or group of people be 
expected to change inherent and inbred attitudes of several 
generations? How could black students survive the process 
of change and still become educated, working adults with 
unbruised ideals? The Boston schools are still undergoing 
change to work out the inhibitions and the stress that were 
created by a generation of students unprepared for change, a 
burden that was placed on them by parents, educators, and 
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court systems far removed from the local site, and by 
members of the School Committee who wanted to see the old 
system survive intact. 
I asked a student who went through this experience 
while attending a secondary school to describe her reaction 
and involvement. She remembered the bitterness, the hatred 
of fellow students, and the inability of teachers to respond 
to support the class as a whole. Most of her classmates 
were afraid to ride the buses because of rock-throwing or 
fights with weapons among both boys and girls. Boston 
subway stops were notorious for after-school rumbles when 
black and white students merged into the station to take 
buses home. Most students persevered, but little was gained 
educationally because of the disruption and turmoil. Those 
students who survived to graduate from suburban schools were 
seemingly untouched by the riots and turbulence. Those 
attending inner-city schools became "fighters" in all 
meanings of the word. 
As in all societies, there are sectors that make 
decisions, implement them, and maintain the changes. The 
sector that implements the decision is the worker, gradually 
forging an idea into something that can be used. There will 
always be the need for a sector that will protect the idea 
until it becomes strong on its own merits. The members of 
this sector are the warriors, the fighters, if you will, 
those who have no fear, who believe in the cause, and do not 
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shrink from threats of danger. The ones who maintain the 
change are workers behind the scenes. They are quietly 
struggling to keep alive the spark of a once-bright flame. 
These members are the care-takers, the historians who 
remember what it was like and how it is now. 
Where are the students of the 1960s? Have they fled 
from Boston with indifference and unconcern for those who 
are still striving to see a complete change, struggling for 
a final end to the business of "acceptance"? Where are the 
educators and teachers who came through the experience and 
are still in the Boston School System? Have they left the 
battlefield for retirement and less difficult challenges? 
What has happened to the groups who rallied together to make 
the school experience a richer one for black and white 
students making the effort to become educated regardless of 
the odds? The remains of all these factors are silent now. 
There is evidence that with the end of the court order 
latent resistance is surfacing again. Statistics taken 
yearly by the schools indicated an out-flowing of the more 
wealthy and able students to private and suburban schools. 
The public schools are straining under the influx of new 
immigrants, new ghetto dwellers, low-income families, and 
the homeless. The educational system is sagging for lack of 
"new blood." 
With the discontinuance of court-ordered desegregation, 
there comes the challenge for a black superintendent to make 
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the system different, to instill new hope and faith for 
those willing to continue to fight to make the system 
benefit all. No one class or race totally escapes the 
struggle except those who are excluded financially. It is 
the inner person in each of us who refuses to accept 
conditions as they are. This inner person will win the 
struggle and eventually open the way for a new generation of 
school students who will have no reminders of the "past" 
struggle—who will read of the change in history books only. 
The Role of Suspension 
The links between poverty and low level of education 
and the violent and disruptive students all reinforce each 
other. The alarming suspension rate in the inner-city 
middle school is the most immediate consequence of the urban 
school system's failure to meet the needs of these students. 
Dr. Rudolph Crew, in his dissertation on Urban School 
Alternatives (1978), said that the process of initiating, 
implementing and evaluating urban alternatives will continue 
as students change and society develops. 
Crew (1978) further wrote that current educational 
offerings for alternative programs in urban schools are 
limited. Current offerings to prevent violence and 
disruption in the city school are even more limited in their 
flexibility. School suspensions are not necessary to 
maintain order in middle schools. On the contrary, Kaeser 
(1979) writes: Suspensions are more likely to reflect a 
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disorderly element in a school where staff have failed to 
communicate compelling reasons for student cooperation, 
teach self-discipline or develop a school community that 
acknowledges the importance of meeting students' normal 
developmental needs. In fact, some educators estimate that 
four out of every five school disruptions result from the 
way the school or classroom is run (Kaeser, 1979). 
Suspension assumes that basic school rules and 
guidelines for their enforcement are sound. It rests on the 
belief that punishment and temporary exclusion will motivate 
students to correct their behavior (Kaeser, 1979). One 
researcher concluded that these students experience 
suspension as a rejection policy reflecting racial 
discrimination which, in turn, is cited as a contributing 
factor to dropping out (Felice, 1981). 
Silvestri (1986) agreed that the rediscovery of the 
alternative educational program as a means for addressing 
disruptive students and dealing with at risk students 
provides learning which can have many different variations 
and may occur in many different contexts. 
Suspension from the middle school can reasonably be 
seen as a message to violent and disruptive students that 
they are not welcome. The use and overuse of this practice 
raises serious questions about the system's willingness to 
reach all violent and disruptive students and to educate 
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them. Exclusion cannot be viewed as a constructive 
response. 
This issue deserves a closer look. Although the middle 
school suspension rate has increased steadily in the past 
ten years, it is still relatively high today if you view the 
suspension problem historically. In 1970, about one out of 
fifty middle school students were suspended annually in the 
middle school; these students were white. In 1975, about 
one out of forty middle school students were suspended 
annually in the middle school; these were black and it was 
snot until the 1980s that the suspension rate had risen 
slowly. By the mid-eighties, the suspension rate had 
reached its highest point (Sisco, 1985). Since then, the 
suspension rate has slowly increased across the country, and 
the problem of violent and disruptive students in the middle 
school has finally been recognized. 
Another factor contributing to the suspension issue is 
promotion policy. Here, for example, is the policy for the 
Boston Public School for grades 1-12 (Spillane, 1983) : 
1. A student must attend for 85% of the enrolled 
days. 
2. A student must earn 27 points each year to be 
promoted. 
3. To graduate from eighth grade, students must 
have earned a total of at least 81 points. 
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As a result of all these factors, the violent and 
disruptive students' rate of suspension increased in the 
1980s every year and put many more students at risk (Wilson, 
1984-1985). 
The use of suspension in the inner-city middle school 
is putting hundreds of inner city middle school students at 
risk of non-promotion every year. The percentage of middle 
school students suspended from school actually increased 
between 1982 and 1985. By 1984-1985, nearly one out of 
every ten middle school students could expect to be 
suspended from school and increase the risk of not being 
promoted (Wilson, 1984-1985). A suspended student cannot be 
out of school more than 27 days to be promoted. 
To strengthen this claim, the Children's Defense Fund 
(1975) reports that suspension was a significant factor 
contributing to non-promotion. About 11 percent of the 
students surveyed indicated this as the experience that had 
triggered their decision to leave school permanently. 
The attendance record of each student in a school tells 
only one part of the story about which and how many students 
are present in school. School attendance rates tell one 
thing only: the average percentage of students enrolled who 
can be expected to be present in a given school on any day. 
The absentee figures do not include student absences due to 
suspension. These students are considered "constructively 
present." However, days out due to suspension account for 
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thousands of missed days of school, and they also count 
against a student in determining promotion (Boston Schools 
Promotion Policy, 1983). 
In city middle schools, some students are not promoted 
on the assumption that another year in the same grade will 
improve school performance. The Student Promotion Policy 
(1984-1985) dictates that these students repeat their grade 
to improve school achievement. 
In the inner-city middle school, however, holding 
students back puts thousands of students at risk of later 
dropping out. In Boston's schools alone, 1,786 students 
were not promoted in 1984-1985, 1,714 in 1983-1984, and 
1,568 in 1982-1983. If these students repeat a grade once 
in their school years, their chances of dropping out 
increase by 40-50%. If they are held back a second time, 
their chances of leaving before graduation increase by 90% 
(Mann, 1986). In the inner city at the end of 1984-1985, 
over 1,000 students were at risk of non-promotion. These 
included 716 students in the 6th grade who were 14 or older; 
297 students in 7th grade who were 15 or older; and 152 
students in 8th grade who were 16 or older (Boston Advocacy 
Center, 1986). 
As a group, these students represent 10.7% of the 
overall middle school population and are at severe risk of 
dropping out. At greatest risk are Hispanic students: 13^ 
of Hispanic students are two or more years behind their age- 
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appropriate grade. In the academic year 1984-1985, Hispanic 
students showed a violent and disruptive rate of 39.5%, 
which is higher than their proportional representation among 
middle school students (Boston Advocacy Center, 1986). 
The Role of Intervention 
The true profile of the violent and disruptive student 
is not a constant. Thompson and Cates (1974) argued that 
the term violent student does not refer to any set of 
characteristics based on intelligence or social class. 
Thompson and Cates (1974) also argued that the category of 
violent and disruptive students included a broad range of 
adolescents, some bright and others less so, who find 
themselves unsuccessful, unhappy and even unwelcome in 
school. Typically, the violent and disruptive student is in 
the bottom of the class and is behind in credits needed to 
graduate, lacks basic skills, has low self-esteem and has an 
attitude problem which is most likely to get him or her into 
trouble with teachers and administrators frequently 
resulting in suspension and further alienation from school 
(Deslonds, 1982). 
Wehlage (1983) believes that truancy is the most 
significant problem for the violent and disruptive student 
because it is likely to lead him or her to fail courses, 
which makes graduation difficult and even unlikely. Some 
violent and disruptive students are suspended; others may 
stick it out for two or three years, but never graduate, and 
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still other violent and disruptive students eventually 
attend intervention and prevention programs (Deslonds, 
1974) . 
Research on violent and disruptive students cannot 
ignore the fact that educators and others must know that 
violent and disruptive students have social, family and 
characteristics that may affect their graduation. However, 
Kenneth Duckworth (1986) has noted that such characteristics 
cannot easily be changed and schools must accept violent and 
disruptive students as they are not social deviants (George, 
1986; Duckworth, 1986). 
New research on violent and disruptive students should 
attempt to examine why those students who come from low 
socio-economic status are most at risk. Further, this 
author contends that policies and methodologies, typical of 
urban public schools, that tend to increase the chances of 
these students becoming violent and disruptive should be 
examined. Gayle Dorman (1986) maintained in her Middle 
Grade Assessment Program (MGAP) that the new research on 
violent and disruptive students must look for the reasons 
why some students become at risk and act out. She further 
concluded that the institutional characteristics do affect 
the violent and disruptive student in a negative way and 
hamper a school's ability to retain them. 
However, Dorman's research, based on data from MGAP, 
argued that economic status and school performance are 
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relatively less important, while conflict between students 
and the institution categorically produces violent and 
disruptive students. Most of the literature on the violent 
and disruptive students has been directed only at the 
deficiencies found in the violent and disruptive student. 
Glasser (1974) suggested that the violent and 
disruptive student is seriously affected by the school's 
inability to retain students and that this situation is 
exacerbated by the following: lack of teacher interest in 
student; the perception that the disciplinary system is 
ineffective and unfair; the presence of wide-spread 
suspension among some students; the implementation of 
truancy; promotional standards; new attendance policies; and 
lack of flexible alternative programs for violent and 
disruptive students. Glasser suggested that these findings 
cannot be easily dismissed because they reflect a 
fundamental problem with the legitimacy of the institution. 
Building on Glasser's thinking, Thompson and Cates 
(1986) believe his findings are only the beginning; they 
indicate that certain institutional problems go deeper than 
just disruptive students. Thompson and Cates assume as a 
fact that violent and disruptive students are an indictment 
of the school system's inability to deal with the problem 
from the inside. There is evidence, maintain Thompson and 
Cates, that many violent and disruptive students believe 
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that teachers and schools are not very interested in them 
(Glasser, 1974). 
This author agrees that, as educators and 
professionals, we must work to establish a variety of 
student support systems to insure that violent and 
disruptive students receive all the personal and social 
services they need in order to complete their middle school 
education. 
This profile of the violent and disruptive students in 
the inner city and the lack of viable at-risk intervention 
program alternatives led this author to perceive that the 
majority of students in the inner city are at risk when they 
are enrolled in the middle school. Glasser has proposed 
that as students' negative experiences accumulate they 
develop into concrete problems with which students cannot 
easily cope. Problems in one area in school, such as 
disruption, may lead to problems in another area, such as 
academic failure and suspensions (Lipsitz, 1982). Violent 
and disruptive students face rejection from school because 
of their failure and low self-concept (Thompson & Cates, 
1974) . 
A report by Gayle Dorman (19850 examined alternative 
methodologies which attempted to make school and community 
more meaningful for the at-risk students. Dorman focussed 
on methodologies that serve schools which are making the 
transition from a departmentalized program to a real middle 
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school. Dorman wanted the middle school to take stock of 
how it was meeting the needs of the students and often found 
they needed a tool to help them assess strengths and 
weaknesses in their programs. Dorman cam up with a tool: 
the Middle Grade Assessment Program (MGAP). MGAP has been 
used by middle schools all over the country and gets rave 
reviews from principals, teachers and parents who have used 
it to diagnose school strengths and needs (The Center for 
Early Adolescence, North Carolina, 1986). 
MGAP combines the findings of effective school research 
with an understanding of the essential developmental needs 
of middle grade students. Its format is simple: It allows 
a team of up to 20 people in individual schools to initiate 
a process to review the school's performance according to 
early adolescent developmental criteria. Teams, typically, 
include members of all levels of the school community— 
teachers, administrative staff, support staff, school board 
members, and advocates—as well as parents. 
Team leaders train team members and coordinate an 
assessment schedule which may last from two to four months. 
With the focus on interviews, on school routines and 
structures, the process is clearly different from a 
performance evaluation of individuals in the schools. 
Rather, it is a school's effort to hold its own 
organizational features up to a mirror and to examine what 
works and what does not for its students. 
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A second program that aimed to meet the needs of 
violent students was the Planning Center (Thompson & Cates, 
1976). This center developed into the CYP, a middle school 
program, through a process described later in this thesis. 
Thompson and Cates developed and researched a ten-step, 
counseling-teaching method for teaching discipline to 
disruptive students, which they-called the Individualized 
Teaching-Counseling Approach. They believed that the ten- 
step plan for teaching discipline would result in more 
socially appropriate and task-relevant behavior and a 
corresponding decrease in disruptive and off-task behavior 
exhibited by each student participating in the study. 
The discipline approach used in this program was based, 
for the most part, upon the Ten-Step Discipline Program 
developed by Dr. William Glasser (1974). The Planning 
Center aimed to provide an atmosphere in which a student can 
become more aware of his or her non-acceptable behavior and 
can make a plan to behave more responsibly. 
The Ten-Step Plan operates as follows: 
The involvement includes steps 1, 2, and 3. This phase 
helps teachers understand themselves and their own behavior. 
It also encourages teachers to become re-involved with 
disruptive students. 
The counseling includes steps 4, 5, and 6. This phase 
helps teachers with an effective approach to counseling 
students. 
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The time-out includes steps 7, 8, 9, and 10. This 
phase includes a time-out concept, an in room/in school 
suspension plan and a home/school tolerance schedule. 
The Planning Center Program was not easy, nor was it a 
panacea; it was firmly rooted in practicality, not just 
theory. It is designed to be a good approach to discipline 
that clearly helps the students see that teachers care 
enough about them to help them behave responsibly. It is 
built upon teacher-student involvement, but it does not 
accept excuses in place of results (Thompson & Cates, 1974). 
The following is a description of the school-related 
disciplinary offenses for which students, in accordance with 
the other sections of this Code, may be subject to 
suspensions—long-term suspension, transfer or expulsion. 
7-1: Causes physical injury to another person except 
when the student's actions are reasonably believed necessary 
to protect himself or herself as determined by the building 
administrator or his or her assignee on the evidence 
presented provided that assault and battery on. 
7-2: Causes damage to or steals school or private 
property. 
7-3: Attempts by force or threat of force to steal 
private property. 
7-4: Endangers the physical safety of another by the 
use of force or threats of force. A threat of force is some 
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overt act, above and beyond mere threatening words, which 
places the victim in fear of imminent, bodily injury. 
7-4-1: Engages in acts of sexual harassment which are 
defined as sexually related physical contacts or offensive 
sexual insults or comments. 
7-5: Possesses any firearm, knife, razor, blade, club, 
explosive, mace or tear gas or other dangerous object of no 
reasonable use to the students at school. 
7-6: Possesses or uses any non-prescribed narcotic 
drug, hallucinogenic drug, amphetamine, barbiturate, 
marijuana, alcoholic beverage or intoxicant of any kind or 
sells or distributes any such drug, beverage or intoxicant 
whether or not prescribed. 
7-7: Uses racial slurs if intended to and likely to 
cause violence. 
7-8: Substantially disrupts school or classroom 
activity in a repeated, aggravated or flagrant manner. 
Substantial disruption of school or classroom activity 
as defined as one or more o the following acts: 
7-8-1: Occupying any school building, school grounds 
or part thereof so as to deprive others of its use. 
7-8-2: Blocking the entrance or exit of any building, 
corridor or room therein so as to deprive others of lawful 
access to or from or use of the building, corridor or room. 
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7-8-3: Preventing or attempting to prevent by physical 
act the safe functioning of a substantial part of any 
school. 
7-8-4: Continuously and intentionally making noise or 
otherwise seriously preventing the teaching of other 
students. 
7-8-5: Engaging in persistent verbal abuse in the form 
of profanity, obscenity or racial epithets. 
7-9: Is present in a part of the building or grounds 
which is off-limits to students and refuses to leave when 
requested. 
7-10: Leaves the school building without permission. 
7-11: Refuses to identify self on the reasonable 
request of staff or gives false identification. 
7-12: Engages in excessive cutting of classes. 
Conclusion 
The authors reviewed in this study have stated that 
there are various types of alternative programs. Some 
programs have been created for at-risk as well as violent 
and disruptive students, for those who behave poorly, and 
for dropouts. Some programs concentrate on basic jobs, 
while others focus on basic education. 
Programs such as counseling/teaching for violent and 
disruptive students have many facts in common: They use a 
common standard curriculum derived from the required 
curriculum of urban schools, but there are special programs 
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for real violent and disruptive students which make up about 
one-fourth of the programs. I believe that the inner-city 
middle schools must be concerned with violent and disruptive 
students. 
The system is making an effort to respond to the needs 
of the violent and disruptive student. The School 
Committee, the Task Force, the business community, parents, 
teachers, and administrators are working to create programs 
for violent and disruptive students. Dorall (1982) reports 
that behavior programs for violent and disruptive students 
can replace failure with success. 
The CYP, a prevention and intervention program for 
violent and disruptive students in the inner-city middle 
school, was established to give these students some 
flexibility, to meet their behavioral needs, and to provide 
them with the opportunity to learn new skills. Students 
dealing with violent and disruptive behavior are more likely 
to provide the personal involvement in their classes. 
According to Judge Prodat, the CYP helps develop initiative 
and responsibility in violent and disruptive students. 
Furthermore, according to Dorall (1982), the attraction 
for the violent and disruptive students is obtaining a 
middle school diploma and earning self-respect. In the 
following chapters, I will discuss the need for the CYP. 
CHAPTER III 
METHODOLOGY 
The objectives of the demonstration CYP were: (l) to 
improve the behavior of selected middle school students; (2) 
to improve the academic performance of these students; (3) 
to decrease the absentee rate of students; and (4) to 
improve classroom attendance. 
The demonstration program was based on several 
assumptions. First, direct and frequent contact between 
teachers and counselors will provide opportunities for 
teachers to reflect on their work with these students and to 
receive consultation. Second, more formal and frequent 
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interaction between teachers, parents, and counselors will 
produce a coaching effect, so that students not referred 
directly will receive indirect benefits of the consultation 
service. In turn, this will result in greater benefits to 
all students in identified classrooms. An increased 
concentration of public and private counseling services into 
a middle school area should result in savings of time and 
energy now used in traveling from school to school. This 
saving of time should result in increased services to 
students in need by providing for: (1) more frequent 
contact with the referred student and with his or her 
family; (2) earlier detection and treatment of problems; and 
(3) more intensive use of supplementary and complementary 
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This dissertation has a modified case study design that 
used historical disruption and documentation to describe the 
CYP for violent and disruptive students. 
Research Design 
This study uses historical description of program 
philosophy and operation along with interviews with middle 
school students, their parents, their teachers, and 
administrators as a primary source of data. Findings from 
the interviews were supplemented by on-site observations 
conducted in schools and by the researcher. These students 
are not likely to answer a full questionnaire; nor do they 
attend school on a regular basis so that statistical 
conclusions can be formulated by interviews in their own 
settings. In response to these characteristics, this 
research design allowed me to gain the students' 
perspectives on school in their own words. 
Most of the research was done in three areas: Roxbury 
and North Dorchester, South End, and Back Bay. These areas 
had a middle-school population of approximately 1,680: 
youths 12-15 years old, in sixth through eighth grade. 
There were 560 youths on average in each of the three middle 
schools. The population was comprised mainly of black and 
white youths, a large Spanish-speaking and smaller Asian- 
American population, plus some Native Americans, for a total 
of 28 ethnic groups. The group included approximately even 
numbers of boys and girls. A total of 42 students were 
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identified for this project (14 students from each grade, 6- 
8) divided evenly between boys and girls. 
Human Subject Guidelines 
As designer and principal investigator for this study, 
I had been directly involved for more than 15 years with the 
public schools used in this study. I obtained permission 
for this project in writing from the principals and the 
district superintendent. 
Data Collection Procedure 
1. Each school was visited at least twice weekly for 
three years. 
2. A profile was developed on 108 youths, from which 
I selected 42 for inclusion in the study. 
3. I conducted interviews with six teachers 
principally involved with students—before and at 
the project conclusion. 
4. I also conducted interviews with all three school 
principals. 
5. I also conducted an in-depth interview with the 
district superintendent at the start and 
conclusion of the project. 
Pilot Interviews with Students 
Interviews consisted of the following: 
1. On-site observation and personal contact. 
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2. Personal interviews with students and teachers. 
3. Parent interviews and home-site visits. 
This study demonstrated an effective 
counseling/teaching model that was conducted in one middle 
school. It was an effort to develop a basic framework and 
process for an effective preventive model, called the CYP, 
which can be implemented in the middle school. 
Program Evaluation 
The purpose of the evaluation was to determine the 
extent to which the program succeeded in achieving its 
objectives. The evaluation attempted to answer the 
following questions: 
1. Who was exposed to the program? 
2. What were they exposed to? 
3. Did they change in their desired direction? 
4. Can those changes, if they occurred, be attributed 
to the program? 
Since a central feature of the demonstration program 
was direct referrals by classroom teachers to the CYP school 
counselor, this process was supported by consultation 
between the CYP school counselor and the outside agencies. 
The program was focused on better recognition of students in 
need of public and private counseling services. 
49 
Focal Areas of the Evaluation 
A. The impact of the demonstration Coordinated Youth 
Counseling Program on the student referred to it 
as compared with the impact of the established 
School Counseling Program. 
B. The impact of the demonstration Coordinated Youth 
Counseling Program on student classroom behavior 
with students was compared with the impact on 
students who are engaged in the established School 
Counseling Program. The impact is on the student 
measured by charting classroom behavior. 
The first evaluation attempted to measure the program's 
impact on students directly served by the counselors. The 
second represents the testing of the hypothesis that the 
demonstration intensified counseling service had a greater 
positive effect on student classroom behavior than did the 
regular counseling service. 
There were three measures for the success of the 
program. First, school violence was measured in terms of: 
(1) behavior, conduct, and grades; and (2) attendance and 
tardiness. Second, school performance was measured in terms 
of (1) grade averages and (2) test scores. Third, change 
was measured by comparing pre-program measures with a series 
of post-program measures. The pre-program measures were 
based on information pertaining to the school year 
immediately preceding exposure to the program. The post- 
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program measures were based on information pertaining to the 
demonstration year or years and at least one year following 
exposure to the program. 
An answer to the question of whether changes in the 
desired direction can be attributed to the program can be 
provided by comparing the students in the demonstration 
classes with the students in the nondemonstration classes. 
Pre-program Measures on School Performance and Behavior 
The source of this information on the pre-program 
school performance and behavior of students in the CYP and 
regular students is the School Department's Cumulative 
Record, maintained for each student in the system. During 
the fall of 1982, CYP copied the cumulative records of 381 
middle school students. Those records were processed. 
Included in those records were the records of the 
approximately 242 students in the CYP. Once these records 
were completed, basic identifying information, detailed 
school performance, and school behavior data for each 
student were coded, according to a coding manual developed 
by Guedsorte. Next, a computer program was developed which 
can compute a grade performance and behavior factor for each 
student in each grade, using the information recorded on the 
Cumulative Record. Additional programs were written to 
compute each student's risk scores, educational factor, 
social factor, and behavioral factor risk scores and, for 
51 
example, the multiple variable educational factor, such as 
reading score, arithmetic score, and course grades. 
The basic procedure for copying 381 school records was 
completed by October 1982. The copying of the data from the 
school records for the pre-measures on the variables and for 
the risk factor required another two months. 
Recording of the Counseling Services 
Another essential element in evaluating the program is 
the detailed records kept on the identify of each student 
referred to both the CYP and regular counselors and of the 
services performed on behalf of each referred student. The 
recording and reporting procedures already in use in the 
School Department were not sufficiently detailed for CYP's 
purposes. Therefore, a series of additional reporting forms 
were designed: 
1. A Referral Report 
2. A Preliminary Investigation Report 
3. A Supervisory Conference Report 
4. A Cumulative Record Summary Report 
5. A Monthly Report 
The Referral Report was approved by the Guidance 
Department. 
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Measuring Exposure to the Program 
According to the program and evaluation design of the 
CYP, there are four types of possible exposure to the 
program: 
1. Attendance 
2. Students in group assigned to a CYP or a regular 
counselor 
3. Attending class with one or more students referred 
to a counselor 
4. Being referred to a counselor 
In order to implement the evaluation design, accurate 
records had to be kept of the whereabouts of all the 
students in the CYP and of whether or not they are referred 
to a counselor. In order to measure Exposures 1 and 2 
above, procedures had to be devised to chart the inter- and 
intra- school mobility of students in the CYP. Those 
procedures were designed and field-tested in the middle 
school. This procedures were slightly revised on the basis 
of this experience, and revisions were submitted to the 
School Department. 
Measurement of Exposures 2 and 3 above depended upon 
the systematic use of the Referral Report described in the 
preceding section of this narrative. 
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Observations 
These two statements, both written in 1984, are 
examples of the kinds of notes I made after spending time 
with the CYP. 
For the past few months, I have been aware of the 
growing willingness of middle school students, especially 
the seventh and eighth graders to deal with violence and 
disruption. This unwillingness, I believe, does not stem 
from hostility on the part of the students. Four or five 
years ago, this might have been true, but in recent times, 
the unwillingness seems to come from boredom and 
indifference. 
Students who are connected to the violent acts feel 
that they have been attacked by parents, teachers, 
ministers, and friends concerning the violence. I have also 
noticed a close link in this growing willingness of young 
students to discuss the violence and disruption, and this 
has not changed over the past three years. In fact, the 
students seem to lack feelings regarding violence. They are 
still ignorant regarding the many factors of violence, rage, 
brute force, shock, and passion. Therefore, although 
students are believed to have a desire to discuss violence, 
these same students have acquired the same ignorance as the 
students preceding them the past three years. For those of 
us working with students, this means the job of reaching 
these students is even more difficult than it was three 
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years ago. At least at that time, student were curious and 
willing to talk. Today, it is difficult to engage even the 
middle school student in a sustained discussion on violence. 
I am also concerned about the danger of young children 
living in a violent community. I would hate to 
underestimate this danger, for it is constantly present 
whenever students seek new thrills. At the same time, I 
would add that an even greater danger lies in a related 
area. This danger involves the abuse of guns among students 
and gangs, and it far exceeds any threat violence holds now 
or in the distant future. In fact, because of its 
accessibility and acceptance, guns, singularly or in 
combination with violence, pose a very real danger in many 
areas. Consider for a moment the loss of life of friends 
and also the number of students whose lives have been 
adversely affected by disruptive parents, and you have but a 
small picture of the effect of guns on our present 
neighborhoods. 
A violent culture has in many simply opened new avenues 
for troubled, disturbed, bored, and money-seeking students. 
During the past three years, students became involved in car 
thefts during their middle school days, much as some 
students today become involved in violence against other 
people. The caution I would add applies to those concerned 
solely with the violence and relates to the very real nature 
of gun abuse. This simply cannot be separated from the 
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violence irrespective of psychological or sociological 
considerations. This is a problem this country has never 
dealt with, and it must be faced if we expect to 
realistically deal with violence. 
In contrast to past observations, it now appears that 
girls are as involved in violence as boys. Increasingly, we 
in the public schools are aware of this trend among black 
girls in the middle school. This means girls from the 
seventh and eighth grade are now being added to the number 
of high school student dealing with violence. The handling 
of these female students, required techniques, methods, and 
services are quite different from the boys. This is true in 
almost all violent families; brothers, sisters, mothers, and 
fathers are actively engaged in violence. It is inevitable 
that younger students will also partake in violence. 
Girls and Violence 
An Observation—David Steadwell 
Another observation seems important which is related to 
both the amount of violence and disruptive behavior related 
to the black girls. Increasingly, we in the middle school 
are aware of both the interest and participation of the 
middle school black girls in violent events. This means 
black girls from 12 to 15 must be considered when we discuss 
urban violence; their numbers added to those of middle 
school boys and high school and college black students 
participating in violence. Obviously, the handling of these 
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female students requires techniques, methods, and school 
rules quite different from those used with older female 
students. 
If brothers and sisters, aunts and uncles, and, yes, 
mothers and fathers are actively engaged in the frequent use 
of violence, it is almost inevitable that younger black 
girls will also take part in the violent scene. This 
implies that middle school efforts to educate and assist 
secondary school black girls will go for naught unless we 
include this younger middle school group in our programs. 
The difficulties in redefining and serving the target group 
are too numerous to mention. However, educators should 
seriously question the effectiveness of current programs 
which fail to stimulate the effectiveness of current 
programs, school involvement, and participation among middle 
school girls. 
CHAPTER IV 
THE COORDINATED YOUTH PROGRAM (CYP) 
Context and Philosophy History and Goals of Program 
In January 1967, a meeting was held at the Norfolk 
House to discuss violence among youth in the Roxbury, North 
Dorchester, and Dorchester area and then begin to determine 
ways to solve the problems. The problems included assault, 
stubborn child, truancy, runaways, burglary, indecent 
exposure, unarmed and armed robbery, breaking and entering, 
and assault and battery. This was and still is a community 
where people frequently resort to violence to settle 
quarrels or train children. Wife beating is common, and 
there is a trend toward mother-centered families.' Teenagers 
learn early about auto theft, and there is a relatively high 
incidence of burglary and a high rate of assault and 
battery. Finally, fear of the unfamiliar, fear of noise, 
and fear of teenage hoodlums characterize the daily lives of 
most residents. 
I called the meeting, as Director of Youth Programs at 
Norfolk House. Others present included Mrs. J. Walker of 
Roxbury; Dr. Morton of the Roxbury Health Center; Mrs. Smith 
of Highland Park; Mrs. J. Miller of North Dorchester; Mr. 
March, Executive Director of he Roxbury Federation of 
Neighborhood Centers; and Miss E. Johnson of the Norfolk 
House. Another meeting of most of these parents was held in 
January to further discuss plans for a program to stop the 
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violence in the area. The result of these two meetings was 
a decision to start a Youth Activity and Services Program in 
the area. The group agreed on a list of activities and 
services such as boys' groups, girls' groups, tutoring, 
individual and group counseling, social groups, field 
groups, police groups, outreach groups, police discussion 
groups, groups for the sixth, seventh, and eighth grade, 
math groups, parent groups, youth and parent groups, and a 
group for discussion on violence in neighborhoods. 
The major characteristic of this program was that it 
was planned around "youths," not around "programs." The 
Youth Activities Program provided direct services and 
activities to the youth in the areas. We hoped that 
maintaining close contact with these youths would give us an 
idea of the needs and services we might provide and the 
effectiveness with which we relate to the youths. We would 
continue to meet the youths in almost the total scope of 
their lives, 24 hours a day, including night phone calls and 
late house calls. Through this continued contact, we would 
learn something of the youths' and families' limitations and 
the areas in which our energies would be best spent. 
It was clear to all involved that increased interaction 
of our youth and adults is badly needed in order to prevent 
violence. In pursuit of this program, we scheduled a public 
meting at the Norfolk house for February 1967 and publicized 
it as a meeting for parents and youths to talk with me and 
59 
the group about their feelings as to what services and 
activities they thought were needed in the area. We asked 
for lists or desires. With the youths we developed lists of 
desired activities and services. 
About 40 parents and youths attended the meeting; all 
expressed a desire for a youth activities and services 
program at Norfolk House. The following week, recognizing 
this interest, I personally contacted all the youths and 
parents who had attended the meeting to determine 
specifically what activities and services they wanted and 
what time would be most convenient for their participation. 
Armed with this community expression of approval and 
with a list of desired services and activities, the original 
group of parents decided to establish the Youth Activities 
Program. As agreed upon, I was the program coordinator. At 
the same time, the group decided not to affiliate with any 
agency or community group. They believed that this would 
keep the program from becoming too formalized and that in 
this way youths involved in the program would be likely to 
feel that the program was really theirs and, thus, it might 
become important to them. 
Following the decision to establish a Youth Activities 
and Services Program we prepared a plan. The plan was based 
entirely upon the activities and services requested by the 
youths and parents of the Highland Park area, following 
their attendance at this first meeting. 
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The programs were scheduled at times the youths and 
parents said were convenient for them and in such a way that 
no one had to miss a program for which he or she signed up. 
Once the activities and services were selected, I 
tapped my sources of possible workers at the Norfolk House: 
parents, police, outreach workers, and volunteers in the 
area. As a result, we identified potential volunteers. 
Thee individuals would be asked to tutor math, science, and 
English groups. All of these volunteers agreed to come to 
the Norfolk House, where the programs were to be held, and 
to work for no fee. Their services were and continue to be 
completely voluntary. The Norfolk House and the school were 
the facilities to be used for the program. Space also was 
provided at no cost by the neighborhood centers and the 
School Department. The neighborhood centers and middle 
school allowed us to use their sports equipment. Also, the 
neighborhood centers allowed me to devote my full time to 
the Youth Activities and Services program. 
Thus, the neighborhood centers gave full support to the 
Youth Activities and Services Program. Parents initiated 
the programs which eventually became a program of the 
neighborhood centers. Unfortunately, the neighborhood 
center never provided funding for this program. 
To summarize, the Youth Activities and Services Program 
at Norfolk House was started by a combination of community 
agencies and parents in the interest of having youth 
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activities and services programs brought directly to the 
community. The program has operated throughout its entire 
life exclusively on two supports: (1) the volunteer efforts 
of group workers, Mrs. J. Walker and myself; (2) the support 
of the neighborhood centers and middle school in providing 
space and equipment. Throughout its life, I coordinated the 
program. At no time in its existence was the program 
formally incorporated, nor has it ever had funds assigned 
directly to it to pay for staff or materials. Thus, in a 
sense, the Youth Activities and Services Program has existed 
and operated on something less than a shoestring. 
The Goal of the Youth Activities Program 
In deciding to establish the Youth Activities and 
Services Program in the Norfolk House, we set out the 
following goals and purposes. The main goals of the program 
were to provide activities and services that community 
members wanted to develop right in their own neighborhood. 
Community members wanted the program started as soon as 
possible, for these reasons: 
1. By having access to activities and services in the 
immediate neighborhood, youths would have better 
and easier access to activities and services and 
would, therefore, be more likely to attend. 
By attending these activities and services, the 
youths would again develop the habit of 
2. 
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participating in community activities and then 
might go on to take up other activities. 
3. Any activities and services in which the youths 
might participate would help prepare them to 
become adults by improving and developing the 
positive habits they already had. 
4. These services and activities would be of 
immediate personal benefit and advantage to the 
youths by providing them with new skills and 
habits which would help them in their day-to-day 
activities. 
5. These services and activities would stimulate 
youth to become more involved in their community's 
affairs by getting them out of their homes to the 
public activities and services at night and by 
getting youth to meet and talk with new 
acquaintances. 
Thus, we hoped that the habit of coming out and meeting 
other youth in positive activities would be developed and 
carried over to future community functions. 
Target Area 
The target neighborhood to be served in this project 
ranked very high in the incidence of all the social ills of 
poverty and the lack of opportunity. Highland Park, bounded 
by Linden Park Street, Roxbury Street, Washington Street, 
Egleston Square, and Columbus Avenue, has a population of 
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about 9,000 people. At the time it was half black, half 
white with an increasing number of Spanish-speaking 
residents. The area had an increasing number of families on 
welfare, as well as a large number of owner occupants. 
Incomes were mixed—middle and low. The community reflected 
the problems of any community in transition. Numerous 
whites had fled the areas for the suburbs during the past 
years, and Southern black migrants had come into the area. 
The area had received its share of families displaced by the 
adjacent urban renewal project, and was itself under 
preliminary planning for urban renewal. 
There were several major community problems: the many 
abandoned buildings the city refused to board up; the poor 
quality of rubbish control, street cleaning, and police 
protection; the near impossibility of homeowners securing 
fire insurance or home improvement loans; the inferior 
schools in terms of both buildings and quality of education; 
the absence of recreational facilities, and the overall 
strained community relations between old-timers and 
newcomers. Family and individual problems ran the gamut, 
including unemployment, welfare problems, delinquency, poor 
upkeep of apartments, and lack of knowledge of budgeting. 
Orchard Park is in the northern part of Roxbury. It 
runs from Washington Street to Hampden Street on the east 
and west and from Massachusetts Avenue to Mount Pleasant 
Avenue on the north and south. Within Orchard Park is a 
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low-rent housing project, home to nearly 800 families, with 
perhaps an equal number of families living in private 
housing. Within the project situated on 18 acres of land, 
3,000 people were living, 1,500 of them 14 years of age, and 
260 over 65 years. About 65 to 70% of the population was 
black, making up 55 to 60% of the families. Thirty-five of 
the population was white, making up 45 to 40% of the 
families. It is interesting to note that four years earlier 
the racial balance had been 25% black and 75% white, whereas 
by 1969 it was about half black and half white, indicating a 
very rapid turnover. 
Within the development, 50% of the families received 
some form of welfare or Social Security, one-third of the 
total received Aid to Families with Dependent Children 
(AFDC). The average income was $2,700 per year, and the 
average family is four. Approximately 150 families had 
children of preschool age (3 1/2 to 5 1/2). There were 
certainly more homeowners outside the project, where the 
population seemed to be much less transient. The 
unemployment rate was high, though not as high as within the 
development. The housing was generally low rent ($35 to $75 
per month). Income is higher and welfare rates lower than 
in the project. "Slumlords" do own a good deal of the 
property outside of the project. 
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Although people in private homes may have been better 
off in some ways than the project dwellers, economic and 
social problems were prevalent throughout the area. 
The neighborhood ranked very high in the incidence of 
all the social ills resulting from poverty and lack of 
opportunity. Specifically, 27.17% of the families earned 
under $3,000 annually (compared to 16.7% for the whole 
city); 43.6% of the private housing stock was badly 
deteriorated (compared to 20% for the city). The number of 
families in the four housing projects receiving some form of 
public assistance was: Mission Hill, 52%; Mission Hill 
Extension, 56%; Orchard Park, 59%; and Whittier Street, 52%, 
for a total of approximately 1,350 families. The four 
housing projects to be served were among the six projects 
considered to have the greatest need out of the 30 public 
housing projects in the City of Boston. At any given time 
approximately 500 to 600 youths were on parole or probation. 
On Whittier Street alone, where 196 families live, there are 
49 youths on probation from the court. 
The schools in the area are drab and of 1860 vintage. 
The average educational attainment of the population over 25 
years of age was 8.9 years. Approximately 300 teenagers 
(16-17 years old) dropped out of school annually. 




We feel that the program in one year has contributed to 
the growth of the students, thereby reducing violence and 
disruption in the classroom. We are having great success 
with the part-time special teachers and would like to add a 
guidance counselor to our program. We look forward to our 
formal relationship with the School District Office, the 
lack of which has both handicapped our work with the 
students presently in the program and our intake with new 
students. We hope to add new students and build up the 
active students to 25 boys and add about 20 girls under our 
present staff abilities. 
We have found our work to be most effective with 
younger boys although the demand is among the older 
students. 
It is clear to us that we must do more work with 
counseling families especially those of the younger 
children. Important to such work with most of our students 
is the cooperation of the parents. Our work with them has 
been generally productive, and we now meet with them weekly 
where further understanding and cooperation is being 
developed. 
The significant elements of the program continue to be 
the flexibility of the program definition, the full support 
of all the special class teachers in the middle school, and 
the cooperation of the parents. 
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Program Development 
The program design described above was introduced into 
the middle school in September 1982. The supervisor of 
counseling, CYP, and outside agencies met with the middle 
school principal in the demonstration school to explain the 
program. 
Work continued on program specifics through the winter 
and spring of 1982. Several joint meetings were held among 
the coordinator of services, the outside agencies, the 
supervisor of counseling, and the school counselor. At the 
meetings with the school counselor, the procedures to be 
followed by the regular school counselor, the procedures to 
be followed by the regular school counselors in carrying out 
their work were developed and refined. Simultaneously, 
forms for the regular school counselors to use in 
documenting their work were drafted. 
The meetings with the school counselor were used to 
discuss problems in program implementation and to straighten 
out problems of communication. 
Work was begun on the designs for classes to be used in 
training regular school counselors and in the diagnostic and 
treatment aspects of the program. The classes included an 
examination of various violence and disruption problems and 
methods of dealing with them. A committee of outside 
agencies was convened to work on the classes. A final 
version of the classes is in process. 
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It was planned from the outset that the program's 
implementation would be closely monitored to determine 
whether program specifics were being carried out as 
designed. This was not possible because the regular school 
counselor assigned to work with the CYP counselors had other 
duties and could not devote the time required for adequate 
monitoring. 
It is not clear whether specific programs were strictly 
followed. For example, were supervisors of counseling 
complying fully with the system of referrals? Was liaison 
with classroom teachers maintained as designed? 
Program specifics were then finalized and forms readied 
for use by the regular and CYP counselors. Present plans 
are to hold several orientation meetings with regular and 
CYP counselors to familiarize them with the use of forms. 
The regular counselors and CYP counselors were required to 
fill out the Student Counseling Program Referral Report on 
their students, to permit a comparison of student 
distribution between CYP and regular school counselors. 
The orientation program was generally well-received by 
members of the group. Most of the subject matter was 
presented informally with much room for discussion. The 
experienced outside workers focused on the difficulties of 
their work as they had known it in the past, emphasizing the 
caseload, the diffusion of effort, and their anxieties about 
the tasks required of them. They felt that it would be 
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difficult for counselors and teachers alike to accept them 
in the new role of receiving referrals directly. 
It was felt that ideally the orientation should be 
followed by a program of in-service training. Preliminary 
discussions about continued training were held with the 
school coordinator and the outside agencies. The planning 
of a broader framework of training programs side-tracked the 
discussions, and an in-service training program for CYP was 
delayed. 
Program Orientation 
The school counselor, staff, outside agencies, and 
staff on the demonstration program spent one week becoming 
oriented to the program and its evaluation. The primary 
responsibility for orientation was carried by the school 
counselor and by the program specialists from outside 
agencies, who had helped design the demonstration. The 
school coordinator (school counselor) discussed the program 
in an introductory session while teachers and staff 
discussed the relevance of evaluation to the program. Other 
subjects discussed included: 
1. The history of the CYP 
2. The role of the school coordinator and his or her 
supervision of the program 
3. The similarities and differences between the 
demonstration and regular program 
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4. The major duties of outside counselors in the 
demonstration: 
A. Work with violent and disruptive students 
B. Work with parents and friends 
C. Visit school and home 
D. Work with social agencies and facilities 
E. Consult with teachers and counselors. 
5. The importance of planning and developing 
approaches to each student. 
History of Demonstration Program 
During the first few weeks of school in September 1982, 
teachers in the special class were aware of the growing 
disruption in the classroom, especially by boys ages 11-16. 
Students attacked other students, and were increasingly 
unwilling to settle problems without more violence. The 
behaviors included physical injury, damage to property, 
endangering safety, possession of dangerous objects, 
preventing teaching, and cutting classes. Teachers believed 
this violence and disruption stemmed from the hostility 
between students. They feared for themselves and their 
students. 
In September 1983, a meeting was held at the school to 
discuss the violence of the students in the classroom and to 
begin to determine ways to solve the problems. 
When the Special Class Teachers called the meeting, 
they invited me. At the meeting, we decided to start a 
71 
program in the school for the special class students. The 
program was to provide direct services and activities such 
as tutoring, counseling, boys' groups, and outreach groups. 
If we could maintain close contact with these students, we 
would have an idea of the numbers we could handle and the 
effectiveness with which we could relate to them. We 
continued to meet the students in almost the total scope of 
their lives 24 hours a day, including night phone calls and 
late house calls. 
We spent the first month interpreting the program, 
largely through my work. In the next few weeks, we decided 
that our efforts would be better understood by the students 
and more clearly evaluated if we worked mainly with students 
who were just beginning to get in trouble from being 
involved in violence. We negotiated with the principal and 
Guidance Department to begin the program in the school for 
more than ten special students. The Guidance Department was 
expanding its "Services Program," a concept of counseling 
similar to our approach to group counseling. In a talk with 
the Director of the Guidance Department, we decided to work 
directly with the special class teachers rather than school 
counselors. 
We felt it was more important to begin family 
counseling with students and parents and to look forward to 
special class teachers having open schedules to allow for 
support for this counseling program. The next goal was to 
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develop special teachers’ skills in order to work with the 
more difficult special class students. We felt our program 
would be successful for these reasons: The service program, 
the interest and accessibility of the special class 
teachers, and our professional strengths contributed to that 
goal. We all agreed to work with violence, and disruptive 
students would be our major focus. 
When a working relationship with the School District 
Office developed further, we would add more students. 
CHAPTER V 
OPERATION OF THE PROGRAM RULES, RELATIONSHIPS, RULES 
The CYP was designed to provide direct service to 
middle school students in crisis. Through personal 
intervention, we applied different strategies to best focus 
assistance on students with deep economic, social, 
behavioral, and educational problems. 
Some facts describing the students with whom we worked 
will provide a basis for evaluating the crisis program. 
Initially, 18 girls and 24 boys were involved in the 
program. Eighteen girls were intensively involved in the 
program, and three were referred to other programs. Of the 
18, five were in sixth grade, 12 in seventh, and one in 
eighth. From 1982 to 1985, ten of these girls were 
considered active cases and eight needed only occasional 
supervision. With regard to their school status, five girls 
continued to work with outside agencies, six later 
demonstrated good school reports, six required occasional 
supervision, and one remained suspended form school. 
When the data was recorded for this study, the girls 
were aged 12 to 15. Specifically, 5 were aged 12, 9 were 
13, 3 were 14, and one was 15. They were living in North 
Dorchester (4), Back Bay (5), and Roxbury (9). 
Five of the girls received services from outside 
agencies. Eight were enrolled in after-school programs and 
only one dropped out. Three girls were involved in informal 
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education, and two received extended counseling. Twelve of 
the girls, 70%, were members of families receiving public 
welfare. All the girls were involved in intensive group 
work programs which enabled them to cope with violence and 
disruption in the middle school. A prime focus of the 
program and of volunteer assistance was family counseling, 
much of it in the form of family sessions held in the girls' 
homes. 
Initially, 24 boys were intensively involved in the 
program, and four were referred to other programs. Of the 
24 boys, 15 were in sixth grad,e eight in seventh, and one 
in eighth. Sixteen were considered active cases and eight 
required only occasional supervision. With regard to their 
school status, 12 boys had good school reports, seven 
required occasional supervision, and four were suspended. 
The boys were aged 11-15, and tended to be slightly 
younger than the girls. Specifically, 8 were aged 11, 9 
were 12, 4 were 13, 2 were 14, and one was 15. Like the 
girls, they lived in North Dorchester (6), Back Bay (6), and 
Roxbury (12). 
Ten of these boys were being served by staff members of 
the middle school, while ten were involved with an outside 
agency. Four were in an educational group tailored to meet 
their needs. Eighteen of these boys, 78%, were members of 
families receiving public welfare. As was true for the 
girls, family counseling with single parents both at home 
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and at the readily accessible neighborhood center, was a 
major aspect of the boys* program. 
Summary of the Programs 
The material presented here was gathered from the 
Department of Safety Services Report returned to the 
Guidance Department in September of 1982. It is a record of 
referrals accepted by the school counselor to demonstrate 
CYP from September 1983 through June 1985. No additional 
information is available on the referrals, but this does 
give a picture of the operation at its referral and student 
pick-up point. 
The first three groups in Table 1 below were *in the 
middle school demonstration counseling program, and the last 
three groups were in the middle school regular counseling 
program. During the period the school counselor carried a 
total of 77 students. 
When the reports were analyzed for most serious 
problems of violence and disruption, the highest number of 
boys and girls were referred in the following: 
Disruptive boys: cut class, walked out of class, 
created unnecessary disturbance in classroom by 
throwing books, left building without permission. 
Disruptive girls: were in off-limits area and refused 
to leave, used verbal abuse/profanity, slammed 
classroom doors. 
Table 1 
Record of Referrals 
Boys Girls Total 
Students 
Demonstration Counselors 
6th Grade 15 5 20 
7th Grade 8 12 20 
8th Grade 1 1 2 
Subtotal 24 18 42 
Regular Counselors 
6th Grade 8 5 13 
7th Grade 12 5 17 
8th Grade 3 2 5 
Subtotal 23 12 35 
Total 47 30 77 
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Violent girls and boys: endangered safety by use of 
force, caused physical injury to another, continuously 
prevent teaching, possessed dangerous object. 
Students with difficulty adjusting to basic school 
policy: absent from school, truant, tardy, absent from 
class, unexcused absence. 
Table 2 is a breakdown of students referred by 
age and sex: 
Table 2 
Student Breakdown by Age and Sex 
Age Boys Girls 
Total 
Referred 
11 8 8 
12 9 5 14 
13 12 14 26 
14 14 8 22 
15 4 3 7 
Total 47 30 77 
Table 3 is a breakdown of students by grades: 
Student 
Table 3 
Breakdown by Grade 
Grade Boys Girls 
Total 
Referred 
6 23 10 33 
7 20 17 37 
8 4 3 7 
Total 47 30 77 
Sources of referral included the following: 
Table 4 
Sources of Referral 
Boys Girls 
Classroom Teachers 20 18 
School Counselors 10 8 
Parents 10 2 
Outside Agencies 7 2 
47 30 
Table 5 below shows problems detected by: 
Table 5 
Problems Detected by Girls and Boys 
Boys Girls 
Outside Agencies 2 2 
Classroom Teachers 27 16 
School Counselor 10 6 
Other Miscellaneous 1 1 
School Nurse 1 1 
Parents 3 2 
Social Agencies 1 2 
Court 2 0 
Total 47 30 
CYP and Recrular Grouo 
An office for the coordinator of services was created 
in the middle school, with a school counselor in charge. 
This coordinator built close relationships with community 
agencies and organizations. A group of 77 violent and 
disruptive students were assigned to the school counselor 
(coordinator of services), and 42 of these students were 
assigned to the CYP counselor, and the remaining 35 to the 
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regular counselor for that school counseling district. 
Referrals from the CYP group were made directly from the 
teacher (or other community agencies) to the school 
counselor (coordinator of services). In addition, the 
school counselor worked directly with teachers, helping them 
improve their skills in identifying students who needed 
special attention. Referrals to the regular school 
counselor from the remaining group were made through the 
school counselor in accordance with current school 
counseling practices. 
CYP Population 
The following table gives the number of violent and 
disruptive students in each grade of the middle school in 
the CYP. 
Table 6 
Number of Violent and Disruptive Students 
by Grade in CYP 
Grade CYP Regular Total 
6 th 20 13 33 
7th 20 17 37 
8 th 2 5 7 
42 35 77* 
*(Coordinated Youth Program and Regular Students Combined) 
The following table shows the number of students in 
each grade and referral: 
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Table 7 









CYP Regular Regular 
6 th 62 4 11 
7 th 105 22 46 
8 th 75 14 42 
Total 242 40 99 
The Program for Violent. Disruptive and Failing Students 
The CYP had three objectives: 1) to reduce the failure 
and dropout rate in violent and disruptive students; 2) to 
increase the number of these students entering and 
completing middle school; and 3) to improve the academic 
performance of all students failing and at risk of dropping 
out. 
The CYP had a low ratio of students to school 
counselors, to enable the outside agencies to provide them 
intensive counselling. Specifically, each counselor could 
have a minimum of three interviews with each student 
regardless of academic status. The interviews with sixth 
grade students focused mainly on orientation to middle 
school curricula, activities, behavior, and procedures. 
Interviews with seventh and eighth grade students were 
focussed on course selection and behavior. 
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An unlimited number of interviews were reserved for 
students who were failing and likely to drop out. Students 
failing in one or more subjects at the first marking period 
were considered failures. Those failing in the greatest 
number of subjects were assigned the highest counseling 
priority. Potential dropouts were identified as those 
students who either had indicated or were thought to be 
planning to leave school because of academic failure or who 
were violent and disruptive or who were about to turn 
sixteen. 
At the middle school level, sixth, seventh, and eighth 
grade students were interviewed at least once at the 
beginning of the school year to acquaint them with the 
school counselor's role. A minimum of two interviews was 
prescribed for all sixth grade students. Additional 
interviews were arranged on the basis of student needs. 
Outside agencies in the middle school provided 
additional services which facilitated earlier and more 
intensive intervention. They aimed at earlier 
identification and treatment of problems associated with the 
students' learning process and behavior, earlier detection 
of potential dropouts and failures, earlier contact with 
parents, greater interaction between the school counselor 
and classroom teacher, and greater cooperation between the 
outside agencies and other student personnel services. 
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The CYP also asked the outside agencies to reinforce 
the individual counseling program through several other 
activities: small-group counselor and discussion, meetings 
with community leaders, field trips, and a visual aid 
program. 
The Counselor1s Perspective 
My intervention in the youth’s life comes quickly after 
the crisis. The youth should know that s/he sees me because 
s/he has been in conflict with society, and must face this 
fact as openly as possible with me. However, s/he should 
see me as a friend. 
My initial work with the youth is around is or her 
practical concern, if possible—as it relates to the 
problem. This concern should be matched with a promise of 
some kind of reward in the area of school, trips, shopping, 
or parental. 
I become knowledgeable about the life of the youth 
where necessary and as far as possible. The point of this 
is to develop trust and understanding, and not to become his 
or her conscience. I develop the expectancies and 
aspirations of the youth in a realistic manner. The youth 
may have been hearing, for too long, that he or she is "no 
good," "a bad kid," and "headed straight for the gutter." 
It is of utmost importance that participation in the 
program be initiated by the youth person. Unless the youth 
makes his or her own decisions, both the efficacy of the 
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program offered and its long-range value to the youth are 
questionable. I avoid over-dependency on me by following 
this rule. 
I am ready with a variety of responses and roles for 
the challenges the youth poses. I must avoid restrictions 
on his or her time or presence or types of activity when the 
youth shows such a need. As the youth's growth is dependent 
on his or her family and friends, I must respond to those 
problems and aspirations also. 
I have no office or agency identification in the mind 
of the youth. This is because the major hurdles for the 
youth are on the outside; that is, they are issues with the 
larger community, not with the agency. Furthermore, I do 
not see that an agency connection is needed. I do my job by 
opening all the avenues to the youth—visiting the schools 
and the buildings where they hang out or working with the 
family. 
Finally, the youth should select tutoring or interest 
groups realistically as a challenge s/he can overcome and 
succeed at. So many of the youths have a weak self-image, 
and their dreams of glory lead to constant frustrations and 
a weaker sense of self. I need to intervene, over and over 
again, if necessary, to enable the youth to break this 
circle of despair with solid achievement. 
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As I work with the youth, I feel the teachers and 
parents benefit from this, and from my help in dealing with 
the crisis. 
Structuring the Relationship 
During the early phase of crisis counseling, 
structuring is an important process. We introduce the youth 
to the place or room, and convey the permissive nature of 
the situation through the structuring statements of the 
counselor. The youth comes to understand the relationship 
and the nature of his or her freedom, as well as the rules. 
The counselor may use expressions such as "I would rather 
you tell me like it is,” "this is your time and your place,' 
"I can only believe what you tell me," "I will try to 
understand where you're coming from," and "please try me." 
The counselor may offer information or point out 
possibilities the youth has not seen or even offer help when 
it is absolutely necessary, but the constant attitude is 
that the youth can use his or her own capacities and skills 
and can understand rules for his or her actions and 
decisions. 
The structuring rules aid the youth in becoming aware 
of himself or herself in facing his or her conflicts, and 
working through a painful, negative self-attitude. This 
recognizes the youth as a person and helps him or her to 
come to terms with himself or herself and to bring to 
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expression his or her own feelings, thoughts, choices, and 
wishes. 
Setting Rules 
One of the most important aspects of this relationship 
is the setting of rules: for oneself, the counselor, and 
the place. Without rules there can be no counseling. Rules 
define the boundaries of the relationship and tie it to the 
present. 
A time rule is a dimension of youth counseling. The 
counselor indicates this rule at each session. He lets the 
youth know when he only has a few more minutes left. Then 
at the end of the session, he says, "see you later." 
Rules exist in every relationship. Young people are 
free to grow and develop within the rules of their own 
talents and structure. The rule is one aspect of life 
experience, the aspect which identifies, characterizes, and 
distinguishes the dimensions of a counselor relationship. 
It refers not only to the unique way but also to the 
possibility for life, growth, and direction. Because a 
significant relationship in counseling always involves 
growth, as a new experience occurs, patterns emerge which 
require new rules to be established. 
In crisis counseling relationships, rules provide the 
boundary or structure in which growth can occur. They are 
existential and meaningful given the requirements of the 
situation. The counselor does not know in advance which 
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rules must be established, because every youth is unique. 
Though a consistent person with substance and strength, the 
crisis counselor is also a person who is in a relationship 
which depends to a significant degree on the unique 
dimensions of that specific developing relationship. This 
means that a rule set with one youth may not be set with 
another. Every rule depends upon the nature of the two 
individuals involved. 
Restrictions set by individuals outside the situation 
or goals are not rules at all but blocks and deterrents to 
growth. Such abstract restrictions get in the way of 
seeing, understanding, accepting, and growing within the 
rules of life. 
Broken Rules 
Frequently, rules arise which create a struggle between 
the counselor and youth, rules which toss the relationship 
into the depths of hostility or despair and create issues 
and contradictions. Some final rule must emerge and be 
maintained or the relationship is seriously impaired. The 
counselor must continue to be there living through the 
experience with the youth, sharing the experience, even 
suffering with him or her, while at the same time expressing 
a fundamental valuing and love. Even when the youth 
expresses a wish to kill, the counselor must show the same 
degree of respect for the youth, with the same determination 
to help develop within himself or herself a positive sense. 
87 
It may be necessary to face him or her with all his or her 
destructiveness, to free his or her accumulated fury and 
murderous impulses with understanding, to comfort and 
support him or her while at the same time holding the basis 
which has been set. It is easier to remove the youth or 
give him or her up. It is easier to respond with old 
procedures than to explore uncertain failings and untested 
processes. It is more comfortable to remain close in a real 
relationship than to remain on the edge. It is an extremely 
complex and painful process to live with a crisis child long 
enough to help him or her develop the talents and 
possessions which are really his or hers, the possibilities 
for life, tenderness, and self-growth. 
When I set a rule in counseling, it is an aspect of my 
being, an expression of who I am at a particular moment in 
time. They are my rules, a boundary to me. When the youth 
accepts the rules, a bond is formed between us. The rules 
form a structure or boundary of our relationship, not an 
isolated expression of the individual personalities of 
counselor or youth. The youth confirms me, and together we 
accept a structure through which one relationship can 
develop. 
When a youth rejects or breaks the rules, it is not a 
reality of the relationship. It is a boundary held by the 
counselor alone which no longer has any meaning in a 
particular relationship. It is a pattern the counselor has 
established which is no longer there. The counselor can 
withdraw the rules or he can perceive the situation, the 
issue, the dispute, and the conflict as an opportunity to 
face the youth freshly and to participate in a new rule. 
CHAPTER VI 
PROCEDURES FOR WORKING WITH STUDENTS 
The violent and disruptive students who entered the 
counseling and teaching programs at the middle school have 
enjoyed school, and only one or two dropped out. 
Summary of B.P.S. Demographics 
In the Boston City area there are approximately 56,000 
students in 70,000 seats. The average school size is about 
5,000 students. 
In the Boston city schools, the majority, 48.9% are 
black, and there is a substantial Spanish-Speaking minority. 
The Spanish group, consisting primarily of Puerto Ricans and 
Cubans, has increased greatly in recent years. The exact 
size of the Spanish-speaking group will never be known 
unless we can keep them in school, but the number has 
increased every year by at least a few percent. It now 
constitutes at 12.3% of the total school system. The 
presence of a large and growing Spanish-speaking group in 
the school system is very important because this group has a 
unique set of problems, in addition to the problems of 
poverty and violence affecting the school system as a whole. 
In the areas of violence and disruption in the Boston 




In the Boston Public Schools in 1984, there were 118 
public schools: 78 elementary, 23 middle, and 17 high 
schools. In the 1985 school year: 55,411 students were 
enrolled: 27,090 in elementary, 12,715 in middle, and 
15,606 in high schools. Of the students attending these 118 
schools, 27.6% are white, 47.7% are black, and 24.7% are 
other ethnic groups. 
Of the 6,713 new students in the Boston Public Schools, 
28% are white, 42% are black, and 30% are other ethnic 
groups. Many of the new Boston Public School students are 
black. Overall, there are 14% more black students than 
white, and 12% more than other. 
Concerning loss, the school profile shows 9.740 
students left the Boston Public Schools in 1985: 41% were 
black, 33% white, and 26% other races. 
A study of students involved in violent and disruptive 
behavior in the Boston Public Schools found that 65.2% of 
them were black, 19.4% were white, and 14.4% were of other 
races (L. Wilson, 1983-1985) . The results of that study 
show that the violent and disruptive students were those 
achieving the lowest educational levels; only 9% (5,420) of 
the 55,411 students in the Boston Public Schools were 
violent and disruptive. 
This pattern of violence and disruption calls for 
education for other students. The violence and disruption 
in the Boston Public Schools, was shown in a study by the 
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Department of Safety Services. The study dealt with 18 
kinds of violent and disruptive students; indicate that 
compared to the elementary schools, the middle school and 
high schools had relatively high levels of violence and 
disruption. On 10 kinds of disruption, the rates were 
approximately equal in all the total Boston Public Schools, 
but the rate of 8 are higher in middle schools. Of the four 
with the highest rate of violence and disruption, more than 
half are in Roxbury, North Dorchester, and the Mattapan 
area. 
These statistics give a complete picture of the extent 
of the violence and disruption for the area based on the 
Department of Safety Services. In a victimization study in 
1985, the Boston Public Schools found that a large percent 
of students victimized by violence and disruption do not 
notify teachers. 
Categories of Disruptive Behavior 
The purpose of the Profile is to present the most up- 
to-date and accurate data currently available on student 
enrollment, case, and performance, with the addition of the 
Department of Safety Service Report "Violence and 
Disruption." 
In the Boston City Schools, there are approximately 
56,000 students in 7,000 seats. 
Concerning the ethnic composition of the Boston School 
System, the majority is 49.9 percent black, 28.4 percent is 
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white, and 21.7 percent is other. There is a substantial 
Spanish-speaking minority. This group consists of Puerto 
Ricans and Cubans who have been increasing at a great rate; 
the number has increased at least 12.3 percent. The 
Spanish-speaking group is very important because this group 
has an unequal set of problems in addition to economics and 
educational problems in addition to economics and 
educational problems affecting the school system as a whole. 
Statistics form the Boston Public Schools illustrate 
the severity of this problem. The statistics gathered by 
the Department of Safety Services to investigate violence in 















In 1982-1983 the prevalent behaviors were: 
Disruption of school activity 
Endangering safety by use of force 
Left building without permission 
Caused physical injury to another 
In off-limits area and refused to leave 
Continuously preventing teaching 
Caused damage to property 
Possession of drugs 
Possession of dangerous object 
Cutting class 
Attempted to steal private property 
Failure to ID oneself 
Used racial slurs to cause violence 









7-8-5 Verbal abuse/profanity 
7-8-3 Preventing safe operation of school 
For 83-83 the order of violent city wide was as 
follows: 
7-8 Disruption of school activity 
7-4 Endangering safety by use of force 
7-10 Left building without permission 
7-1 Caused physical injury to another 
7-9 In off-limits area and refused to leave 
7-8-4 Continuously preventing teaching 
7-2 Caused damage to property 
7-6 Possession of drugs 
7-5 Possession of dangerous object 
7-12 Cutting class 
The most prevalent behaviors were: 
7-4 Endangering safety by use of force 
7-8 Disruption of school activity 
7-1 Caused physical injury to another 
7-10 Left building without permission 
7-8-4 Continuously preventing teaching 
7-6 Possession of drugs 
7-5 Possession of dangerous object 
7-9 
7-2 
In off—limits area and refused to leave 
Caused damage to property 
7-12 Cutting class 
7-8-5 Verbal abuse/profanity 
7-8-3 Preventing safe operation of school 
7-4-1 Sexual assault 
7-3 Attempted to steal private property 
7-7 Used racial slurs to cause violence 
7-8-1 Occupied school (to deprive others of its 
use) 
For 83-84 the order of violence city wide was: 
7-4 Endangering safety by use of force 
7-8 Disruption of school activity 
7-1 Caused physical injury to another 
7-10 Left building without permission 
7-84 Continuously preventing teaching 
7-6 Possession of drugs 
7-5 Possession of dangerous object 
7-9 In off-limits area and refused to leave 
7-2 Caused damage to property 
7-12 Cutting class 
For 1984-1985 the most common were: 
7-8 Disruption of school activity 
7-4 Endangering safety by use of force 
7-10 Left building without permission 
7-1 Caused physical injury to another 
"7*"9 In off-limits drsa and refused to lsavs 
7-8-4 Continuously preventing teaching 
7-2 Caused damage to property 
7-6 Possession of drugs 
7-5 Possession of dangerous object 
7-8-3 Preventing safe operation of school 
7-3 Attempted to steal private property 
7-7 Used racial slurs to cause violence 
7-8-1 Occupied school (to deprive others of its 
use) 
7-8-2 Blocked progress of school 
7-8-5 Verbal abuse/profanity 
7-11 Failure to ID oneself 
7-12 Cutting class 
7-4-1 Sexual assault 
8485 Order of Violence City Wide 
7-8 Disruption of school activity 
7-4 Endangering safety by use of force 
7-10 Left building without permission 
7-1 Caused physical injury to another 
7-9 In off-limits area and refused to leave 
7-8-4 Continuously preventing teaching 
7-2 Caused damage to property 
7-6 Possession of drugs 
7-5 Possession of dangerous object 
7-8-3 Preventing safe operation of school 
96 
CYP Program Procedures 
These are the procedures the CYP eventually developed 
to working with students. 
1. Identification of Students 
While the teachers in selected classrooms discussed 
referrals directly with the school counselor, each also 
filled out a referral card, including the name of the 
student, the class, and the reason for referring the 
student. In this middle school, where the school counselor 
interacts directly with teachers concerning referrals, the 
counselor took such cards to the principal and parent for 
their signature. In this way, although the principal, 
school administrator, and guidance counselors were no longer 
determining who was referred in those selected classrooms, 
they were kept informed of all referrals taking place in the 
school. 
2. Delineation of Problem 
After a detection, the school counselor supplemented 
the teacher's written and stated comments with additional 
information. These included contacts with outside agencies, 
observations made by the counselor, others, and a review of 
the student's cumulative record. The counselor then filled 
out a detailed check list of all the information received 
from the sources previously identified. 
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After completing the investigation, the counselor wrote 
a description of the problem as he or she defined it. This 
description might differ from those originally given by the 
referring teacher. If so, the counselor would clarify this 
in any continued contact with the teacher and parent. 
3. Recommendations 
The school counselor then prepared a written 
recommendation for the next steps. This may be: 
A. The case is not appropriate for referral to the 
CYP school counselor. 
B. The case will be held for observation only. 
C. The case requires consultation with the teacher 
and parent. 
D. Specific counseling should begin along with 
contact with the home. 
At this point the CYP school counselor would discuss 
his or her recommendations with the guidance counselor and a 
member of the school staff. These preliminary contacts 
provided further information to the school counselor. After 
contact with the student and home, the school counselor took 
the next steps. These include: (1) a decision to refer the 
student for physical examination (this decision may be made 
prior to extended home visits or contact with the student) ; 
(2) referral of the student to the School Guidance 
Department for psychological testing; and/or (3) referral of 
the student to other resources within the school system. 
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While following these possible courses of action, the 
school counselor often continued to work with the student 
and the parents. Students were also referred to the court 
clinic, group work agencies, family service agencies, and 
other agencies. 
4. Case Action 
If the decision was to activate the case, the school 
counselor would note this. A record of the case progress 
would be initiated and maintained. This record would 
include a continuous accounting of all visits made and a 
brief description of what occurred during these contacts. 
5. Assessment 
A. The school counselor continuously evaluated the 
situation with each teacher as to students’ 
progress and behavior changes. 
B. From time to time the guidance supervisor and 
school counselor met and evaluated case progress. 
Replanning took place if case findings up to that 
point indicate such a need. 
C. Progress assessment conference were also utilized 
to determine at what point the case should be 
terminated. When the termination occurred the CYP 
counselor will state the reason for the 
termination in writing. 
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6. Periodic Re-check 
A form was developed to request follow-up data 
regarding progress of the student after the case was 
terminated. 
CYP Academic Component Reading and Math Program 
Following are descriptions of the CYP Academic 
Component Reading and Math Programs. 
Reading Program 
The CYP Reading Program was designed to meet the needs 
of violent and disruptive students. It was hoped that 
reading fluency could be generated among those students 
showing weaknesses in reading skills especially in 
comprehension. 
The reading score provided the first clue in each 
violent and disruptive student's reading proficiency. Those 
scoring lowest on the test were listed, and time was 
arranged during the first week to allow a follow-up to the 
findings of the Diagnostic Reading Test. 
Informal reading was administered to each of the 
students listed and their area of strengths and weaknesses 
were noted. This provided another clue it he selection of 
the students. 
The areas needed attention, as pointed out only 
informal reading, included consonant blends, vowel sounds, 
final sounds, and endings. The area of comprehension 
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needing attention included recalling factual information, 
linking the main idea, drawing conclusions,a nd following 
directions. 
Each student evidencing a deficiency int he above areas 
was scheduled to meet daily for a fifty-minute period in 
reading. Each class contained from six to eight students, 
Reading materials were selected on the basis of the 
students* reading levels, and the assignments were given to 
meet the specific needs of the student. 
The teachers questions that promoted the sharing of 
personal experience that could be related to the story at 
hand. This activity seemed to promote a better degree of 
oral expression and brought interaction to the group. 
Experiences in vocabulary included the sounding, the 
spelling, and usage of words. These words were taken from 
the story at hand, from the students' oral expressions, and 
from other class assignments. The students were also 
encourage to keep a vocabulary notebook consisting of 
interesting words. 
In general, the CYP Reading class was designed to 
identity the less able readers and provide materials and 
assignments geared to challenging the students to read to a 
point of successful reading fluency. 
The final results were quite impressive and evidenced 
signs of reading improvement. However, the most positive 
and favorable measurement came from other instructors who 
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observed signs of reading improvement in the performance of 
the students in their academic areas. 
In conclusion, I feel that the reading program was 
quite beneficial to each student enrolled in the reading 
class and that each student, in his or her own way, 
developed a better insight into securing more from the 
printed page and more involved in reading than ever before. 
Math Program 
In fall 1982, a special attempt was made to recruit 
violent and disruptive students from sixth to eighth grade 
rather than concentrate on test scores. Thus, only one of 
the five had formal math skills, which sent a small 
percentage to the middle school and the remaining students 
fail in large numbers. Each of the students was asked to 
comment on his or her math classes. A typical comment was a 
comparison each made to the best teacher in the respective 
schools. While CYP students did not appear equal in terms 
of ability, they were able to compare favorably because of 
their desire to succeed and because they were studying in an 
environment they made, which was conducive to good work on a 
day-to-day basis. 
The daily schedule adopted for the fall was similar to 
that of the previous fall except for the changes made 
necessary by the five morning periods. With one hour of 
study time available each afternoon, at least one study 
period each morning and some free time before lunch, it 
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seemed as though there were one and a half hours available 
for study each day. Since there would be no assignment, 
math and English agreed to share the study time so that math 
would require one hour of work each afternoon study, and 
English would require a half hour. It did not take long, 
however, for problems to develop. The students were 
attempting to do all of the math and would not give 
sufficient time to English. They would spend too much time 
on math in order to get an answer to each problem but were 
not sufficiently concerned about the quality of reading they 
did as long as they read the given number of pages. So we 
moved the time allotment by allowing one hour for English 
and a half hour for math. 
We began the fall by giving two different arithmetic 
tests during the same fifty-minute period. If a student had 
one credit in math or if s/he had taken a full year of math, 
we allowed him or her to take the arithmetic test. 
Otherwise, s/he took a test which was basic arithmetic or 
advanced arithmetic material. Our objective in giving these 
tests was (1) to group the students at each level according 
to the strength of their background as shown on the test and 
(2) to find students who were so weak in arithmetic that 
they could not, in our opinion, do enough work during the 
fall to salvage the credit which appeared with their 
records. On the basis of the test scores, we decided to 
form six advanced arithmetic and six basic arithmetic 
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groups. Six boys who had one credit in arithmetic were 
placed in basic arithmetic class because they scored lower 
than 20% on the arithmetic test. We used 2 books: 
Arithmetic Basis, Field Math Program 3, and Arithmetic 
Advanced Field Math Program 5 and teacher's editions. The 
authors were Isabelle P. Raskus, William K. McMabb, L. Ray 
Carry, Sam M. Figsman, and Wallace P. Judd. 
We were quite pleased with the way the Math Program was 
formed. A test given to all math students at mid-session 
had the students placing very close to the original ranking 
which was based on the arithmetic test. The classes at 
different levels could be handled differently due to the 
homogeneous grouping. Though all the classes may have been 
approximately at the same page in the text at any given time 
the classes with the better background were able to cover 
each topic in greater depth. The top class, which 
eventually numbered six students, sued a special exercise 
book to supplement the text in such topics as functions, 
value, and proofs. The homogeneous grouping was so helpful 
that we agreed that it was necessary for the next fall. 
Having these six students in basic math class made it 
difficult for the teacher and for the others in the class. 
They had been placed in basic math because they had done so 
poor on the math test. We then decided to place these six 
students in one class, with nine other students who had 
taken a math course but who appeared to have a good 
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background and had already given an indication of being 
better than others in their class. We decided that these 
fifteen would try to cover the full year of the math course 
during the school year. In order to attempt a full year 
coverage, we decided to allow this particular class to meet 
twelve times each week rather than the nine originally 
scheduled for math. In this group of students in basic 
math, there were one group of six and five groups of three. 
We believe one error in placement caused a chain 
reaction resulting in several changes. In order to give all 
those who had already taken math an opportunity to be placed 
in the math class, an announcement was made at the time of 
the math test to the effect that anyone having already had a 
full year of math was to raise their hand. Students from 
the same school did not raise their hand because they had 
started their math course last September. Yet, it later 
appears as though they had finished the equivalent of one 
year of math. Their transcripts gave no indication of this 
since they were coming to CYP from the seventh grade and the 
last course was merely listed as math. This error was not 
discovered until one month of the fall had passed. 
Finally, three of the six students who were really the 
cause of all this change were far superior to the others in 
the newly formed class. Again, the teacher found it 
difficult to present the material to all students as he 
would like to have done. 
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In summary, the math teachers agreed that the material 
from the previous year could be covered in less time if we 
had correct placement. They agreed that the homogeneous 
grouping was at least beneficial to their teaching if not an 
absolute necessity. Classes could be as large as ten when 
grouped homogeneously without a significant loss in 
inefficiency. There is a need for at least one class that 
covers material beyond Math Book 3 and 5. Students in the 
advanced class will need to be drilled often in the 
techniques usually associated with advanced math, but at 
least an exercise book is needed to take them beyond what is 
normal first year coverage at any high school. 
Last year showed again the need to keep the pace swift 
and the work demanding if the students are to be prepared 
for the next experience in math. 
It was our opinion that CYP was more successful this 
year for three reasons: better students preparation, the 
two periods each day, and the improved homogeneous grouping. 
CHAPTER VII 
CASE STUDIES OF STUDENTS PARTICIPATING IN THE PROGRAM 
Case Narratives 
Following are excerpts from seven case narratives. 
#1 - Helen 
Helen Brown lives with her mother and a younger brother 
in a five-room apartment on Washington Street in Roxbury. 
Her mother, born in Roxbury, has worked for the hospital for 
the past five years as a homemaker. She was on AFDC, but 
registered in the WIN Program and graduated with her class 
as a certified homemaker and was given a job in Boston City 
hospital. Helen's father, Bill Brown, was born in Roxbury. 
He neither contributes to child support nor makes any 
visits. He is a hard-working man, but he loves his Mr. 
Daniels, Mr. Taylors, and many other liquors. For this 
reason, he was asked to leave. 
Bill, Helen's younger brother, is enrolled in the third 
grade at Dearborn School in Roxbury as a very slow student 
who is to be treated and placed in a 766 program soon. 
Helen and Bill get alone well, despite 5 years of age 
difference: Bill is 10 years old and Helen is 15. 
Helen was under court order when the judge asked me to 
help in this case. The court program was not working and I 
was asked to try to find her a better program. Helen was 
enrolled at the Timilty Middle School in Roxbury. She 
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refused to attend school and participate in any classes when 
in school. Helen had been tested and placed in a special 
seventh-grade class for slow students. 
Most of Helen's teachers and school counselors call her 
a "high-risk student" because when she does attend, she 
shows not behavioral but academic problems, never opening a 
book or answering a question. In the sixth grade, Helen 
loved to come to school, but she was slow, and teachers 
marked her on her conduct rather than her academic work. 
Her mother said, "after she was tested and placed in a 
special seventh grade class, she had no interest in school." 
Her interest in school stopped immediately. Helen seems to 
have lost interest, and her belief that she can become a 
good basketball player seemed to die. Now Helen has a very 
poor attendance record and is to repeat the seventh grade. 
After a long discussion about Helen's problems, the 
principal and I agreed to try her int he Re-Cap Program in 
September. If her attendance and academic work are good, 
she will be promoted to the eighth grade in January. My 
main reason for selecting the Re-Cap Program was to give 
Helen a new start in the middle school. But she has to 
attend school in the summer to show me that she really wants 
to go back to school. 
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# 2 - Bill 
Bill is six feet two inches tall and very slim. The 
son of black parents, Bill has light brown skin and brown 
eyes, and he wears an Afro. He lives near Madison Park. 
When Bill met some basketball players walking along 
Martin Luther King Boulevard, they immediately became 
friends and started hanging around the park playing 
basketball and smoking. He just started hanging around with 
the basketball players and never going to school. 
Bill remembers December 1, 1983, when I met him at 
Roxbury Court. The judge said to me, "Mr. Steadwell, can 
you help? He seems to be a good kid, but he needs help.” 
(The reason I remember the day, December 1, 1983, was that 
another one of my boys was going to Walpole for two years.) 
His records stated that he had done time in DYS, and his 
father was sentenced to prison for drugs. His mother was a 
street lady in her younger days and now was also dealing 
drugs. 
He would hang around just across the street from his 
house. This part of Roxbury was mixed at that time, with 
whites, blacks, and Hispanics. Most of the houses are 
brick, three-story. Many are condos or townhouses which 
were bought and fixed up in recent years by professionals. 
May were whites who had tired of suburbia. In pockets of 
Roxbury, there were poverty, alcoholism, drugs, crime, and 
violence. In this context, the part is an ideal hangout for 
109 
the teenagers. They play basketball and smoke and drink all 
day. 
Bill's normal routine was to leave home int he morning, 
go to school, land return late int he evening after many 
games of basketball, and much drinking and smoking. He was 
supposed to be attending the Timilty Middle School, but he 
stayed at the park all day. In the evening, he would smoke 
at home, but not drink. Sometimes his mother and father 
would join him and have a family smoke. 
The family had many pot parties, and the son was always 
invited to come. Bill got along well the family friends at 
the parties, but he had difficulty in school. He acted like 
he hated everybody and everything about and around school. 
He had received a 51A from the principal, and he had 
defaulted that. That was the main reason for the school and 
the court asking me to help. 
We encouraged Bill to attend summer school, and he 
graduated from high school. As of 1985, he was enrolled in 
a prep school. 
#3 - David 
David's first year in middle school was normal: he 
made average grades and enjoyed going to school each day. 
The second year, David's father was killed in a fight in 
late September, just after school started. His mother 
seemed to suffer deeply over the tragedy, and David could 
not believe it. David began to miss school paretically. He 
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would tell his mother he did not feel like going to school, 
so she let him stay home to adjust and acclimate himself to 
the new situation. Eventually David wanted to stay home 
nearly every day. His mother finally told him he had to go 
to school, and over the next few months he went 
occasionally. 
One day I came to the house while David was home. I 
told his mother that David had been out of school too many 
days. David seemed frightened by me and wouldn't talk 
except to answer questions. I told his mother, in David's 
presence, that if he did not go to school, he and his mother 
would have to go to court. 
David's mother told him he must go to school every day 
or she would punish him. After about a week, I visited his 
mother and told her that David had been punished at school 
fir misbehavior. He had been talking in class. During the 
next months, david's behavior changed noticeably. His 
conduct in class was very aggressive, and he had to be 
changed to a different class twice. 
Finally, his mother got a notice saying David had been 
suspended from school. She went to talk with the teacher 
who told her she would not let David back in class. 
Distressed, his mother kept him at home for several weeks. 
One day, she called me. I suggested that we take David to 
the Dimock Center for an evaluation. The psychiatrist told 
us that David was emotionally disturbed and needed special 
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help. He recommended that he attend a day school for 
disturbed children. School department officials told us 
there were no vacancies for David at the time. His mother 
asked if David could attend public school classes for 
disturbed children in the meantime, but she was told there 
was no room. 
David stayed out of school for the rest of the school 
year. For a short time, a home teacher cam to the house, 
but this was not permanent. Most of the time David just 
stayed at home with nothing to do. 
Finally, his mother called to tell me that David was 
getting no help and no education. I called the Board of 
Education and, after several months, arranged for David to 
enter Charles River Academy in Cambridge. 
#4 - Norman 
Norman, his parents Bob and Sarah Connelly, and his 
sister, Cathy, live in Charlestown in the same house where 
he was born. One day when he was fourteen, his mother 
noticed that Norman could not sit still to watch television. 
This lasted all evening. He would move from one place to 
another. Mrs. Connelly became concerned, and her husband 
suggested they call the doctor. After an examination and 
a series of tests, the doctor told Mrs. Connelly that Norman 
was hyperactive. He assured her, however, that while he 
understood her concern, most such children it live normal, 
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healthy lives. By taking regular medication, the tendency 
can be kept well under control. 
After several months on medication, Norman's 
hyperactivity seemed to ease up. The doctor said that on 
his present level of medication he could except to 
participate in normal activities and look forward to a 
healthy life. The Connellys were quite relieved to hear 
this good news, for they were very concerned about Norman's 
future. 
When Mrs. Connelly took Norman to the Timilty School to 
register for eighth grade, she took along his medical 
records. The principal, on reading about Norman's 
hyperactivity, told Mrs. Connelly that her son could not 
come to school. He explained that the classes would be 
overcrowded, and that he could not take the responsibility 
for him; neither, he said, could the teachers watch him. He 
suggested that Mrs. Connelly keep Norman at home and arrange 
for a home tutor. 
Not knowing what to do, Mrs. Connelly took Norman home 
where he remained several months. After contacting the 
principal again by phone, Mrs. Connelly finally was able to 
get a tutor to come to the home for an hour a day, three 
days a week, but Norman seemed quite withdrawn and upset, 
something very unusual for him. 
Concerned about this, and because she felt Norman was 
not receiving a good education, Mrs. Connelly contacted a 
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counselor at a family service agency in Charlestown. After 
talking with Norman and both parents, the counselor told 
Mrs. Connelly that Norman*s mood seemed to have developed 
because he was not allowed to go to school, which had been a 
big disappointment for him. She suggested they call me to 
try to get Norman into the Timilty School. 
The counselor and I talked with Mr. and Mrs. Connelly 
about Norman's problem. After that meeting, I called the 
school to talk with the principal about Norman. He said, 
however, that because it was late, Norman would have to wait 
until mid-year. He could not be responsible for him now. 
Finally, I was able to get Norman into a private school. 
They accepted him on a temporary basis until he went back to 
public school int he fall. 
The next fall, Mrs. Connelly took Norman to register 
for school, but the principal said that because Norman had 
attended the special school, it was best for him to continue 
there. In distress, Mrs. Connelly called me and explained 
the problem; I went to see the principal at the Timilty 
School, not wanting to cause Norman more distress. The 
principal at Timilty would not take Norman, so Mrs. Connelly 
and I took him back to the private school, and the direct 
agreed to let him continue there due to the unusual 
circumstances. 
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#5 - Richard 
This is the case of a "quiet child” who held his love, 
anger, and sometimes fear deep inside himself. He hoped his 
schoolmates and friends would not see it. I first met 
Richard when a friend and co-worker asked me to try to find 
time to deal with this "funny kid," when he had tested last 
year. Although recommended for placement in a higher class, 
he simply had been "passed over" in the seventh grade. 
Richard's home consists of three bedrooms, two 
bathrooms, a kitchen, and living room. There is one flight 
down to the kitchen, living room, bathroom, and basement 
floor, and there is one flight up to three bedrooms and a 
bathroom. Richard's family consists of his mother, Mrs. 
Bell, and her mother, Mrs. Jones, plus his sister, Maria, 
and the baby, To. His father was killed in a car accident 
many years ago. His older brother was killed in action in 
the service. Richard's room was given to his grandmother, 
so he sleeps on the sofa, and has his own television. 
For several years Richard lived with his grandmother 
and grandfather on his father's side. They owned a farm in 
the South, and Richard had to work hard every day, even 
Sundays. Eventually, Richard left his grandparents because 
he wanted to be with his mother, brother, and sister. He 
had been on the farm since he was ten, but now he wanted to 
see what city life was all about, no work! 
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I met Richard's mother, who had been looking for help 
for Richard for a long time. She had asked the courts and 
the school system to please help her with her "quiet child." 
Mrs. Bell would always say, "you have to believe in yourself 
to help." Richard had a job that paid him $4 an hour to 
keep the halls in the building clear; he did a very good job 
at it. 
I met with the guidance counselor to ask why Richard's 
case had not moved since he was tested; she then explained 
that several children in the school were waiting to be 
placed in higher classes, as well as a handful awaiting 
special class placement who were in classes. The principal 
had taken all the pressure off the guidance counselor by 
rounding up the students for higher classes and slower 
classes and putting them into two classes, to be presided 
over by a reading teacher. I can remember telling this 
principal of the danger involved in placing a reading 
teacher with students who were to be placed in higher 
classes. Moreover, the slower students needed more than 
just one reading teacher; they needed three or four more 
teachers. The principal, without a word, left his office 
and I followed. 
He took me to the classroom where I met the teacher who 
confided that "Something's wrong with Richard; he's too 
smart. He only comes to school on test days, and he passes 
all his tests with "A's" and "B's," but he never studies and 
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he will not come to school." Afterwards, the teacher tried 
to lay out a pattern of Richard's behavior: he was a quiet 
student, but a "funny" student; he was the best-dressed 
student in the school. He was the best mannered student in 
the class, but he was "funny." 
When I left the school, I had decided that, first, I 
would try to get Richard to come to school daily, then I 
would see if I could arrange for him to be promoted this 
year. Of course, I knew he had only attended school 40 days 
this year, and under the new promotion plan, he could not be 
promoted due to lack of attendance. 
Well, Richard and I had a long talk, and I decided to 
take him for a ride. He rolled over and said, "Like hell, I 
need some rest." He rolled back toward me and said "What 
the hell this got to do with you?" I waited a few seconds, 
then I said, "We are going for a ride." He rolled back over 
and said, "Not me. I need some rest. I watched T.V. all 
night, and I am not going anywhere." Again, I waited, and 
he rolled back over. "Why don't you leave me alone? I 
don't need to go to school cause I pass all my subjects." I 
said, "Richard, get up." I pulled on one leg, then the 
other, pulling him onto the floor. 
Finally, he got up. He was big, and the clothes he put 
on were too small, but he pulled his way into them. His 
mother entered the room. "Mr. Steadwell, I really don't 
care what you do with Richard because he will not stop 
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looking at T.V. all day and all night. He will not go to 
school, and when I leave for work int he afternoon, about 3 
p.m., he gets up and eats me out of house and home, and my 
little girl, she's the cause of Richard being bad, she don't 
go to school, this is her baby." 
Richard finished pulling on this clothes. "Mother, you 
know these clothes don't fit. Why don't you buy me some new 
clothes?" His mother looked at him and turned toward me: 
"See what I mean? He wants new clothes, but he won't even 
go to school." Richard and I were leaving when his sister 
came downstairs in her housecoat, looked around, and went 
right back up without a word. Mrs. Bell said, "Mr. 
Steadwell, this is the mother of this child." Richard and I 
rode for about three hours, talking about school and what 
would happen if he did not attend. I also tried to explain 
the reason for attending school. After this long rid,e 
Richard and I had agreed that he would attend classes the 
next day. I returned to school and the principal and I 
talked about Richard's problems. He believed that if 
Richard attended school the rest of the year, he would be 
promoted, but the school had a CHIN on him, and if he only 
attended school, we would throw it out. 
The next day I went to school to talk to Richard, and 
he was not there. I immediately went to his home. There 
lay Richard in the same position on the sofa, make more 
"z's." I woke him up, land he looked up and said, "Mr. 
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Steadwell, sorry." I knew the CHIN was on the way to the 
court house, and I could not do a thing. 
Later that afternoon, I received a notice from the 
court to report on the Richard Bell case in court. I 
returned to the school and the counselor and I talked about 
Richard and what we could do at the court, how we could save 
him from a 51A. Richard still did not go to school, so the 
court could order a 51A. This put Richard in a term home 
placement. 
On Wednesday, the court ordered Richard to a term 
placement home and also a physical examination and core 
testing. 
#6 - Chris 
Chris Jones is an only child, 12 years old, who lives 
with his mother in Roxbury. His mother and father are not 
married. His father lives in Back Bay, but Chris visits his 
father on weekends. 
Last fall, Mrs. Jones got a note summoning her to 
school, The principal told her that Chris and another boy, 
who had been friends, had been fighting. Chris was not to 
return to school for three days. Mrs. Jones remarked that 
the teacher seemed to be taking the side of the other boy, 
but she did keep Chris home for the three days. When he 
returned to school, he was immediately sent home again for 
five days, and was to return with his mother. After five 
days, Mrs. Jones and Chris returned to school to see the 
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principal and teacher. This time she found out that Chris 
was in a special class and had been there since last year. 
She became very upset because she had not been informed of 
this. She recalled a note from the teacher stating that 
Chris was receiving special help with his studies, but it 
said nothing about a special class. 
Mrs. Jones visited the school several times regarding 
this matter. She asked for his records and test scores, but 
was told she couldn't see them because the information was 
"confidential." The teacher did admit that Chris's work had 
been better than the other students, that he could be smart 
when he wanted to, and that she really did not understand. 
It seemed he had been placed in a special class because of 
his behavior. 
Mrs. Jones was not satisfied with the principal and 
called me from his office to arrange a meeting. At our 
meeting, I discussed the court clinic and the psychologist. 
Mrs. Jones and I referred Chris to the court clinic and 
stated that he was in a sixth grade special class. 
Throughout the interview at the clinic, Chris refused 
to engage in any conversation and gave brief replies to any 
questions. He did sometimes appear depressed but what was 
more striking was his rather low self-esteem which revealed 
itself several times during the discussion. There was no 
sign of psychosis or a thought processing disorder even 
though he seemed quite mistrustful of us, regardless of our 
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attempts to engage him. We arranged for Chris to be tested 
and evaluated. 
In the wake of the fighting that focuses attention on 
Chris's anger and frustration, I faced a choice: let the 
anger take its course or act to relieve it. For Chris Jones 
there is no choice at all. My choice is residential 
placement. 
I went to the Jone's house for the counseling session. 
Chris seemed fearful, asking questions and wanting to go to 
his room. He did not want to be left alone with me, and we 
decided to have his mother in the room during our session. 
If Chris had not been anxious about the meeting, I would 
have considered his actions more worthy of comment. He did 
not know me and being questioned at home is rather 
formidable for a person of any age. Chris and his mother 
related to each other in a way that was at once warm and 
comfortable. 
He seems to accept the fact that his mother conferred 
upon him somewhat more intellectual capacity than he did 
himself. When he did yield on a given subject, he did seem 
crushed. At other times, his response was hostile; he would 
preface his answers with as premature "I will tell him," 
which seemed to be aimed more at keeping his mother at bay. 
Both Chris and his mother seem to feel that he was favored 
and that he may have some difficulty responding to limits 
set at home. 
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Chris and I met after school. He is a good-looking, 
attractive, high-spirited, and well-dressed boy. He is able 
to read and write and to tell you of something beyond his 
years. When Chris is dressed up, he is a proud and 
beautifully carved and polished young man. 
Chris's status in relationship to his teachers and the 
principal has actually worsened in recent months. While the 
gap between teacher and Chris widens, the educational gap 
also worsen. His teachers call him a "street fighter." 
Chris is consistently being rejected and understandably 
has begun to question and doubt everybody and everything. 
Since Christ must conform to the behavior patterns esteemed 
and exemplified by parents and teachers in order to avoid 
frustration, he is unable to conform. 
Chris has a negative attitude toward school. He is 
difficult to teach, uncontrollable and violent, and has 
little self-discipline. I would describe him as talkative, 
lazy, and high-strung. Others have said he is "absolutely 
terrifying," and "no wonder Chris fights." 
His problems are complex and of long-standing duration; 
they are made up of many issues, ranging from lack of family 
to bad friends, from inadequate education to faulty 
protection at home. 
If we ignore this crisis, no one may be able to cool 
the anger and frustrations that boil up in Chris. So far no 
one has even tried a token result for Chris. 
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Chris's anger and frustration explode into fighting 
when his hopes and expectations have been built up but are 
not satisfied. If the crisis is ignored, Chris may hurt 
himself and his loved ones. Chris seems to show an 
unfeeling nature to harm or rage in action. 
If we ignore the crises, the need will be for 24 hour 
institutionalization. For Chris to be helped, he needs to 
understand himself and others. I believe that a residential 
school for Chris is the answer. 
#7 - Bob. Jr. 
My first contact with the Jones family was last winter. 
They had come to Boston from the British West Indies. As in 
the case of many poor black families coming to the land of 
everything, the father came first to establish himself; the 
mother and children came later. 
When I first met the Jones family, they all had the 
flu. Mr. Jones had a job but had not been paid recently 
because he was out sick. He worked at the railroad as a 
section had and had a part-time job as a janitor in the 
Little Building at night. There was almost no money left 
for food. None of the children had winter coats, and if it 
turned much colder, they would be unable to go to school. 
"It's awful,” he said, "the blacks get the hardest jobs out 
in the cold, not much you can do about it, no education, so 
I can't get anything better. . .That's why I hang on to this 
job." 
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Six flights up in a brick project building on Tremont 
Street, the Joneses hand on the best they can. There is 
Bob, Sr., 40 years old, and Mary, his wife, 36 years old. 
The younger generation, is John, 12; Pat, 12; Barbara, 15; 
and Bob, Jr., 14, and a bad-tempered cat who is there really 
to keep the roaches land rats in check. Many Roxbury 
families keep pets for the same reason. The rent is $90 a 
month, and the whole building is crawling with roaches land 
rats. The plaster is falling from the walls. But what can 
you do? Mr. Jones said "they tried to get into one of those 
new projects, but they won't let us in, so we're always 
finding ourselves right where we started—nowhere." 
I have yet to see all the Joneses sitting down to eat 
together, but even if there was enough food for a regular 
meal, the kitchen table is too small to accommodate all six 
of them at once. Mrs. Jones tries to give warmth to this 
home, but it remains a prison of endless filth, cluttered 
with rags and broken furniture. Her touch shows in the 
shapeless, soiled curtains, the shredded scatter rugs 
covering the floor, the cracked linoleum, and out-dated 
magazines. 
It is a losing battle. "My husband is a good man, but 
every time they give him a hard time on the job, he takes it 
out on me and the kids. ... He gets his little bottle of 
wine and starts nipping. ... By the time he nips to the 
bottom, he's made with everything around him." The kids and 
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Mrs. Jones get it, especially Bob, Jr., and Barbara. "Those 
three don't get along at all." Bob, Jr., keeps telling his 
father he will kill him if he keeps beating up his sister 
and mother, and Mrs. Jones keeps saying she would not be 
surprised some day if he did. 
I caught up with Mrs. Jones at the project office. She 
was there with her four children looking for help and wanted 
to make a complaint about the rats, roaches, and the heat 
going off. 
The school counselor reported to me that Barbara, age 
15, had the equivalent of a fourth grade education. There 
are no classes in the school system for children who are so 
far behind. Moreover, Barbara was so hard to understand 
because of her heavy dialect. 
Bob, Jr., age 14, also had the equivalent of a fourth 
grade education. He had been sent to another school which 
he attended for only three weeks. When I met him at school, 
I remembered that fact well because I had started to look 
over his school work. He wrote on the top of the paper 
"Bob, Jr., West Indian." 
At mid-year, I told Mrs. Jones to register Bob, Jr., at 
his old school, instead of at the present school. But when 
he went to the school, they found out he had so little 
education, and he did not understand, so they sent him home. 
I immediately called the Board of Education to find why 
Bob, Jr., was not in school. After several phone calls to 
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the Board of Education and two weeks of meetings, I got Bob, 
Jr.'s name put on the waiting list to be rested for special 
education. The school admitted Bob, Jr., with a special 
education plan. He always had good attendance and conduct. 
To this day, I have not heard anything from the school. 
I really do not know what to do next for Barbara. I 
have got to try something. I have not yet mentioned the 
other children, John and Pat, but John and Pat seem bright. 
I am not sure what will happen to them. 
CHAPTER VIII 
SUMMARY AND CONCLUSIONS 
In this thesis, I have provided some background on an 
alternative counseling/teaching program that once served 42 
violent and disruptive students in a three-year program. 
This program, if restored, would serve as an immediate 
resource to inner-city middle schools, providing a viable 
alternative for violent and disruptive students. The 
project school could conceivably become a center for 
preventing violence and disruption both in the school and 
city wide. 
The CYP, as a program providing violence prevention 
land intervention counseling/teaching, was one of*the most 
successful alternative prevention programs of the 1980s. It 
has succeeded in retaining and graduating violent and 
disruptive students. In addition, it improved their 
behavior, educational options, self-esteem, relationships 
with other students, life choices, and attendance. Inner- 
city middle schools need to offer alternative programs which 
have proven successful if they are going to resolve the 
problem of violent and disruptive students. 
The CYP concept was begun in January of 1967 to meet 
the needs of youths being served by the Neighborhood Center. 
About 35 to 40 parents, Neighborhood Center staff, and 
neighborhood youths attended a meeting; all expressed a 
desire for a youth activities and services program at the 
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center. Once the activities and services were selected, the 
CYP was officially born. The Neighborhood Center had a 
great many youths to select from for the program. Every 
effort was made to seek out and enroll members of all local 
gangs in the program. 
Resources for CYP included community agencies, 
community schools, probation officers, the court clinic, 
parents, friends, and business leaders. Referrals came from 
parent,s schools, agencies, and the area court. The success 
of the CYP and its effectiveness in dealing with violent and 
disruptive youths are demonstrated in the findings of this 
study. These findings can be summarized as improvements in 
10 areas: 
1. In the youths* behavior. 
2. In the youths' self-confidence and self-esteem. 
3. In the youths' relationships with probation 
officers and police. 
4. In attendance at the school and Neighborhood 
Center. 
5. In relationships between parents and adolescent 
children. 
6. In boys' and girls' relationships within peer 
groups. 
7. In the youths' relationships with neighborhood 
businesses. 
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8. Of activities in the school and Neighborhood 
Center. 
9. Of parents* and youths* participation in CYP. 
10. In the (lowered) incidence of violent behavior in 
the neighborhood. 
The success of CYP and its value to the middle school 
explains the drop in violence and disruption in the middle 
school. The program recognized that it could teach and 
serve violent students living in violent neighborhoods, 
although no such counseling/teaching program had been 
implemented in any inner-city middle school in Boston. The 
CYP was staffed with a dedicated team of group workers, 
social workers, teachers, and staff members from outside 
agencies who often played many roles in assisting violent 
students. These staff members volunteered for assignment at 
the project middle school and at the court house. Many 
outside agencies provided personal counseling, as well as 
family counseling. Outreach workers visited the homes, 
schools, and court to monitor the students* progress. 
The success and effectiveness of CYP in the project 
middle school was due to certain key factors: 
1. Any student could demonstrate a total desire to 
progress in the CYP. 




3. CYP could interact with parents, students, 
teachers, schools, courts, and neighborhood. 
4. Outside agencies could maintain constant contact 
with school, court, and neighborhood. 
5. CYP operated form 1982 to 1985 as an open referral 
program drawing violent and disruptive students 
from the inner-city middle schools. 
CYP also had a policy that, to be served, a violent or 
disruptive student must be referred by the school counselor, 
teacher, parent, outside agency, or court house, and the 
referral had to meet the demand of all interested parties. 
CYP was the only inner-city middle school project with a 
waiting list. It also worked directly with the outside 
agencies, the faculty, school counselor, school staff, and 
outside agencies and their staff to deliver services and 
activities at the school. 
If CYP had become a prevention and intervention program 
solely for violent and disruptive students in the inner-city 
middle school, the school would certainly have had a very 
successful program for all violent and disruptive students 
to receive a regular education. The school could have 
considered relocating the outside agencies into its 
structure. CYP could have anchored as a pilot program with 
small groups of counselor/teachers working with students at 
each grade level. Many teachers requested work in the 
program; indeed, the school had no openings for teachers 
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because no one would leave. CYP had an excellent reputation 
among teachers, parents, and outside agencies throughout the 
inner city. 
Recommendations 
There is still a need for the CYP in the inner-city 
middle school. The district superintendent and the School 
Safety Department studied the violence and disruption 
problems in the middle school and made some specific 
recommendations in the budget for both prevention and 
intervention in this area. But such a plan will require 
that interested parties and school counselors work together 
to resolve some of the present problems among today*s 
students. It is clear that CYP and outside agencies have to 
intervene more with the inner-city middle schools in order 
to affect them and maintain a level of prevention. The 
school counselor findings in the CYP counseling/teaching 
program indicate that its previous successes were predicated 
on the school's ability to help many violent and disruptive 
students. 
Having analyzed CYP from a perspective of 10 years, I 
offer the following recommendations: 
1. Outside agencies should be allowed input into the 
inner-city middle schools. This would insure that 
violent and disruptive students who need help and 
desire the counseling/teaching program will have 
it available to them. 
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2. An inner-city middle school should become a center 
for such work. It could be called the Violence 
and Disruption Prevention and Intervention School 
Center for the middle schools. 
3. The school counselor should be allowed to select 
the outside agencies and be given the 
responsibility of working with violent and 
disruptive students in the middle school. 
4. The school counselor should be given authority to 
return those students who show a willingness and 
an appropriate level of responsibility to their 
regular middle-school program. 
5. The school counselor should be given the authority 
to dismiss students who do not want to be part of 
CYP. 
6. A series of contact sessions should be instituted 
for outside agencies and school counselors and 
staff. These sessions would be scheduled through¬ 
out the year so that the school counselor and 
staff and the outside agencies could more 
effectively coordinate their plans for the 
students. 
The school counselor should schedule sessions 
throughout the year so that teachers and parents 
can relate to the students' progress. 
7. 
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8. Weekly meetings should be conducted with school 
counselor, staff, teachers, outside agencies, 
and students to check the students' behavior 
progress. 
9. Students referred to CYP should be at least 11 1/2 
years old. 
10. CYP should be returned to the middle school for 
its original mission of providing activities and 
serving violent and disruptive students with a 
viable counseling/teaching component. 
Given the effectiveness in treating the behavior 
problems of violent and disruptive students, CYP could be a 
model, recognized for its efficacy and originality. If the 
inner-city middle school could return the CYP to its 
original position, it could provide a model to help other 
schools with violent and disruptive students. 
✓ 
The CYP Program 
The problems facing the inner city of Boston in the 
fall as it tries to meet the educational needs of violent 
and disruptive students have been well documented in 
newspapers, magazines, books, and government reports. 
Efforts to solve these students' problems have produced many 
different programs and approaches. Many of these programs 
have been initiated by the community itself and are 
financially supported by a combination of public and private 
sources. The school system itself has also made some 
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attempts, after pressure from the community to change its 
policies and program in the community. 
A host of educators have catalogued and reported on the 
general state of violence and disruption in the school 
system in the past two decades. Starting in 1976 busing 
concentrated tremendous amounts of political and other 
pressures on the city and the school system to improve the 
educational and safety levels in the school. 
In the midst of all these problems and potential 
solutions, the CYP was developed to work with the inner-city 
middle schools and community. The "coaching” method for 
both students and teachers, coaching and other ideas, were 
implemented in various ways in the inner-city middle 
schools. 
The CYP demonstration described in this thesis includes 
an examination of the violence and disruption in the inner- 
city middle school, the values and goals that are the basis 
of CYP, and how they were included in the educational 
content of the program as well as observations of the 
students and interviews with teachers, students, parents, 
and administrators. This description was based on a 
historical review of the background of violent and 
disruptive students and ideas for helping these students 
change their behavior based on recognizing their needs. 
Some of the questions the demonstration considered 
How does this program define the needs of violent and were: 
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disruptive students? What does violence and disruption mean 
to students and parents? What effect has community and 
school participation had on improving the school and 
community relationship? Is the "coaching" structure the 
best way of organizing the classroom for learning needs of 
violent and disruptive students? 
The result of the demonstration provided information 
about the operations, methods, and skills acquired in the 
program. The CYP was a prevention and intervention center. 
The major goal of CYP in addition to keeping students in 
class land aiding them in their class work, such as English 
and math, was to reach out to other violent and disruptive 
students and their families in order to have a better 
relationship with the school. Other goals were to help at- 
risk students to overcome their behavior and to graduate. 
These students who are very close to being suspended need 
more intensive and specialized services than the standard 
middle school curriculum can provide. 
Most middle schools have only a limited amount of time 
for counseling and effective programs. The CYP, by 
contrast, concentrated on coaching and counseling with at 
least some counseling continuity provided by outside 
agencies. 
Another factor was considered in CYP. Students are 
suspended at all grade levels in middle school. While 
suspended students are not counted as absent, the time they 
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are losing form their education is no less real than time 
lost because of illness. This sad fact often leads these 
students to drop out of school, even when they are close to 
graduating. Moreover, this loss of time learning combined 
with suspension leads to their being called "troublemakers.” 
The mail goal of CYP was to reverse this situation, to 
prevent violent and disruptive suspension, and to set the 
troubled students up with a tailor-made program to suit 
their needs and keep them in school. When the students and 
parents are together and the students are prepared to enter 
either their special CYP class or a regular class, the staff 
took them to class for orientation or they would be enrolled 
in CYP. 
The staff of CYP constantly met to ensure that all 
agencies working with these students understood that the 
student is ready to return to class. The CYP was intended 
to supplement the middle school Guidance Department, not 
substitute for it. The role of CYP was intervention and 
prevention. The student participating in CYP reserved some 
of the following services; academic and behavior 
evaluation, personal and family counseling, out reach, 
treatment and referral. The determination of services was 
based on the individual student’s needs. CYP actually 
managed to serve each and every student accepted to it. 
Based on three years experience as the school counselor, I 
firmly believe that alternative programs in the inner-city 
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middle school, with the proper staffing, could serve 100 to 
200 students a year, thus preventing their violent and 
disruptive behavior. 
Once a referral to the CYP is selected to the program, 
it is CYP's responsibility to contact students, school 
counselors, and the home and community as well as outside 
agencies.to closely monitor their progress. It would be 
feasible to project a 90% completion rate based on the 
successes of the CYP demonstration project form 1982 to 
1985. 
The public schools need a better system for reporting 
and classifying violent and disruptive student.s Currently, 
a number of students are included under the term "violent 
and disruptive" who should not be included. 
The suspension category encompasses too many students, 
and other categories are too vague to determine the real 
underlying reasons why students are violent and disruptive 
in the middle school. I have seen too many of these 
students leave school. A program like CYP could get to the 
root of these levels and deal with violent and disruptive 
students appropriately. If the inner-city middle schools 
have a prevention and intervention program, many violent and 
disruptive students who are "bad" could easily be referred 
to CYP. Moreover, if a violent and disruptive student told 
the counselor that he had to leave school to work a night 
job, we could find an alternative program in CYP. There 
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would be no reason for a violent and disruptive student to 
leave school because they moved. 
We all realize that violence and disruption are the 
main cause for poor schools. I propose that inner-city 
middle schools and CYP have a better operational program 
that would finally address violence and disruption through a 
prevention and intervention program. It could be a major 
effort and not a costly one, but I believe that some funding 
from the School Committee could help operation costs. It is 
about time education made a strong statement toward a 
resolution. 
A fall pilot program exist now, but it operates on a 
small scale. The CYP would deal with the violent and 
disruptive problems on a citywide basis. The purpose of 
this dissertation was to determine what factors had positive 
impact on the effectiveness of the CYP and its ability to 
control behavior and graduate violent and disruptive 
students. 
Interview Guide 
Name, Grade, Address, School ID, Date of Birth, Interviewer 
1. What are some of the things you do that are good for 
your school? 
2. Do you do anything that is not good for your school? 
Do you have any teacher problems that have bothered 
you for some time? 
3. 
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4. Do you have any school problems that have bothered 
you for some time? 
5. Is there a particular teacher, guidance counselor, 
principal, assistant principal, or friend that you 
usually go to if you have a problem or need advice? 
6. How long has it been since you last talked to a 
teacher, principal, assistant principal, or friend 
about a problem? 
7. What do you see as some of the biggest problems for 
your friends? 
8. What do you see as some of the biggest problems for 
yourself? 
9 What kinds of violence do you see in your classroom? 
10. What kids of disruption do you see in your classroom? 
11. What kids of violence are there toward your teachers? 
12. What kids of disruption are there toward your 
classmates? 
13. How often do you fight in school? 
14. How often do you fight your classmates? 
15. What do you and your classmates fight about? 
16. What do you talk to your principal, assistant 
principal, or guidance counselor about? 
17. What personal problems do you talk about with your 
principal, assistant principal, and guidance counselor? 
18. Do you smoke? If so, what? 
19. How often do you think about smoking? 
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20. How often do you "pop"? 
21. How do you drink? 
22. How often do you drink? 
23. What do you drink at home or in school? 
24. What is the violence at home? 
25. What is the disruption at home? 
26. What kind of trouble do you have at home? 
27. What kind of trouble do you have with your mother or 
father? 
28. What is your relationship with your mother or father? 
29. What is the difference between violence and disruption? 
30. Is there anything else you would like to say? 
31. What do you think about school? 
32. Should kids have to go to school? 
33. What do you plan to do after school? 
34. What boys' or girls' club do you have a membership 
with? 
35. What is the name of your group? 
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